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Motivation plays an important role in second/foreign language acquisition (e.g. 
Gardner and Maclntyre, 1993a; Domyei, 1998). Many quantitative studies have been 
carried out in second language learning contexts but few in-depth studies have 
addressed students' motivation to learn English in foreign language learning contexts 
and its dynamic nature over time. Previous studies have found the motivation of 
Hong Kong students to learn the language to be rather weak; there is an urgent need 
to raise their motivation (Standing Committee on Language Education and Research, 
2003). In view of this, the study adopted a qualitative multiple-case study to explore 
the developmental patterns of motivation of five successful English learners 
throughout their primary, secondary and tertiary education. It also aimed to identify 
possible ways to raise the motivation of Hong Kong students to learn English. 
The five participants of the focused case study were Year One English majors in 
a university in Hong Kong, who received their primary and secondary education in 
local schools. The data consisted of a survey, a language learning narrative and three 
semi-structured interviews. 
The findings showed that during all three stages, instrumental motivation played 
� a major role. At the primary level, the participants were purely instrumentally 
motivated. Only one of them was interested in the language. When they increased 
i 
their exposure to English during their secondary and tertiary education, the source of 
motivation was widened and their level of interest in the language and culture rose, 
incorporating intrinsic, integrative, travel, socio-cultural and knowledge-oriented 
motivation with instrumental motivation. Their level of motivation increased at each 
level of formal education. 
The influence of teachers, parents, examination pressure, the desire for 
achievement and extra-curricular activities were found to be significant throughout 
their primary and secondary education. Among several participants, when they were 
at the secondary level, the influence of sibling, travel experiences and tutorial work 
were also found influential. At the tertiary level, the influences of coursework, 
classmates, parents, sibling, extra-curricular activities, expectations of others in the 
community, achievement and tutorial work were found to be important. In the light 
of the findings, some concrete strategies were suggested for local English teachers, 
parents and students to help raise the motivation to leam English at different stages 




學習動機對第二語言/外語學習十分重要（例如，Gardner and Maclntyre, 
1993a; Domyei, 1998)�很多定量硏究探討第二語言環境的學習動機，只有少量 
硏究探究外語環境的學習動機及其動態性。有硏究指出，香港學生的英語學習 
動機薄弱’需要加強他們的學習動機（Stand ing Committee on Language 
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CHAPTER 1 INTRODUCTION 
In the field of second/foreign language (L2) acquisition, motivation has been 
found to be an influential component and a key factor affecting second/foreign 
language achievement (e.g. Gardner and Maclntyre, 1993a; Dornyei, 1998). Noting 
its importance in determining language learning success, L2 researchers have long 
been interested in the factors affecting L2 motivation and its roles in L2 learning. 
Motivation is a well-researched area in second language contexts and various 
theoretical frameworks have been proposed to address the components and role of 
motivation in relation to L2 language learning (e.g. Gardner, 1985a; Tremblay and 
Gardner, 1995). Yet, the findings in second language contexts might not be relevant 
to the L2 motivation phenomenon in foreign language learning contexts. For 
example, there may be too much emphasis on the role of integrativeness. Hence, 
some studies were also conducted in foreign language contexts to address the impact 
of a particular learning situation on L2 motivation (e.g. Gardner and Lambert, 1972; 
Domyei, 1990). As L2 motivation is a context-specific phenomenon, a local study 
was also needed to address the particular L2 learning situation of Hong Kong, 
focusing on the contextual factors (e.g. post-colonial dimension of English learning, 
education system, socio-economic situations, personal goals, family 
support/pressure). 
1 
In addition, L2 motivation has recently been conceptualized as a dynamic 
phenomenon (Ushioda, 2001). The developmental patterns of motivation should be 
addressed. However, past studies mostly investigated L2 motivation at a particular 
point in time and neglected the dimension of development. Thus, more longitudinal 
studies are needed to understand the development of motivation over time. 
Furthermore, the majority of L2 motivation studies, in both second and foreign 
language learning contexts were carried out with a quantitative survey method. 
Though studies of this nature could help generate directional links between variables 
in a straightforward way, the reasons for the development of complicated 
relationships among variables were difficult to reveal in a qualitative study. A 
qualitative study is needed to uncover the relationships between motivational 
components in context. 
Motivation plays an important role in second language acquisition. Yet, the 
motivation to leam English among local students has been found to be rather weak 
and there was an urgent need for raising the students' motivation to enhance their 
language standards (Standing Committee on Language Education and Research, 
2003). Hence, the present study aimed to explore the developmental patterns of 
motivation constructs of five successful English language learners throughout their 
formal education: primary, secondary and tertiary levels with a retrospective 
2 
longitudinal qualitative multiple-case design. The study was intended to suggest 
possible ways to help raise students' motivation in this context. 
The guiding questions for the present study are as follows: 
1. How was the motivation of these successful English learners constructed at 
primary, secondary and tertiary levels in Hong Kong (e.g. What people, 
experiences and other factors affected their motivation to leam English)? 
2. How and why did patterns of motivation to learn English evolve and 
emerge throughout formal education? 
3. What were the implications for teachers, parents and students to help raise 
the motivation to learn English? 
The present study is organized into five chapters. Chapter Two reviews relevant 
literature on L2 motivation. It discusses the studies that were carried out in second 
and foreign language learning contexts and reviews various theories and approaches 
related to L2 motivation. It includes an overview of the studies carried out in Hong 
Kong. Lastly, after reviewing the literature, the rationale for the present study is 
provided. 
Chapter Three discusses the choice of adopting a longitudinal qualitative 
multiple-case design in the present study and introduces the research design. The 
selection and profiles of the participants, five successful English language learners, 
3 
are explained and described. Then, the data collection instruments (a survey, a 
language learning narrative and three sets of interviews) and their administration 
procedures are presented. The on-going data analysis method employed for each type 
of data is described in detail. The researcher's role, ethical issues and validity and 
reliability are also addressed. 
Chapter Four presents the findings and analysis of the data collected. The 
motivation constructs of the five participants are sub-divided into three levels: 
primary, secondary and tertiary levels. At each level, their perceived level of 
motivation, reasons for learning English and contextual factors affecting their 
motivation are discussed. 
Chapter Five summarizes the findings and analysis and addresses the guiding 
questions for the study that were provided in Chapter One. The contributions and 
limitations of the present study are presented. The chapter concludes by offering 
directions for future studies. 
4 
CHAPTER 2 LITERATURE REVIEW 
2.1 Introduction 
Motivation is an important area of research in the field of second language (L2) 
acquisition/learning. It is believed to play a major role in second/foreign language 
learning (Oxford and Shearin, 1994; Gardner and Maclntyre, 1993a; Dornyei, 1998). 
It is also one of the most consistent predictors of second language learning success 
(Dornyei and Skehan, 2003). 
L2 motivation studies were first initiated in a bilingual (French-English) 
Canadian setting. Many significant theoretical frameworks of conceptualizing 
motivation and second language achievement have been developed in a second 
language context. However, findings in this setting might not be able to fully explain 
the phenomenon in a foreign language learning context. Thus, motivation studies 
have also been carried out in foreign language contexts to address other important 
components of motivation. In addition, the language learning behaviour and 
motivation of successful learners are important to help understand what leads to 
success in second/foreign language learning. As motivation is a context-specific 
variable of language achievement, a review of local motivation studies is also 
needed. , ‘ 
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This chapter first discusses motivation studies in second language learning 
contexts (ESL), before reviewing research undertaken in foreign language learning 
(EFL) contexts. Then, the conceptualization of motivation as in psychology and its 
dynamic aspect are addressed. Furthermore, successful language learners' language 
use in relation to motivation is discussed. Finally, local motivation studies are 
reviewed and a research gap is identified, providing the rationale for the present 
study. 
2.2 Motivation in Second Language Learning Context 
2.2.1 Social-psychological Approach to Motivation 
The study carried out by Gardner and Lambert (1959) was the first published 
study that addressed the relationship between motivation and second language 
acquisition. It investigated the motivation of a group of English-speaking high school 
students who had been learning French, as an L2, in Montreal, Canada, a 
predominantly French community. It was found that motivation was one of the two 
independent factors related to achievement in French among the subjects. Though the 
finding revealed the importance of motivation in L2 acquisition, a causal link 
between these two was not found. 
Adopting a social-psychological perspective, which took the social situation and 
personal psychology into account in understanding L2 motivation, the study 
6 
proposed that the motivational factor which was related to achievement was the 
"willingness to be like valued members of the language community" (Gardner and 
Lambert, 1959, p. 271). In Montreal, where has a large French community, L2 
learners had the opportunity to interact with the French Canadians so that they could 
develop an attitude and psychological readiness to identify with them. While 
acquiring the target language through interaction with them, the study suggested that 
the motivation to leam an L2 could be influenced by the learners' attitudes towards 
and willingness to identify with the target language group (Gardner and Lambert, 
1972). The social-psychological perspective contributed to motivation research in 
that it opened another line of inquiry by looking at L2 learning as a social and 
psychological phenomenon. 
Furthermore, in the same study, Gardner and Lambert (1959) also explored the 
orientations of the learners in terms of their reasons for learning an L2. They 
classified their orientations into "integrative" and "instrumental". Integrative 
orientation referred to the learners' eagerness to understand the target language group 
and their lifestyle, or to communicate with more different people. On the other hand, 
instrumental orientation referred to the utilitarian value of learning a second language, 
like obtaining a job or becoming,more educated. In this Canadian study, it was found 
that L2 learners who were integratively oriented were more successful in learning a 
7 
second language than those who were instrustmentally oriented. It suggested that 
integrative orientation was found to play a more important role than instrumental 
orientation in French learning in the Montreal setting. In addition, it was found that 
the integratively oriented students also showed more favourable attitudes towards the 
French community and were more motivated towards the learning of French. This 
finding further confirmed the social psychological perspective of learning an L2 in 
that motivation was suggested to be related to the attitudes of the subjects towards 
the target language group in an L2 setting. Nonetheless, the relationship between 
orientations and motivation would need further investigations in a variety of settings. 
This initial study was significant in confirming the role of motivation in second 
language achievement and laid a foundation for future research. Numerous studies of 
a similar nature have been carried out to explore motivational variables and their 
relationship to second language achievement. 
In the same Montreal setting, Gardner (1960) replicated part of Gardner and 
Lambert's (1959) study, adding some attitude measures and nine objective measures 
of second-language skills to further explore the attitudinal/motivation cluster among 
83 high school students learning French. The findings were similar to the Gardner 
and Lambert (1959) study in that a relationship was found between integrative 
motivation and French proficiency. However, it should be noted that, in this study, an 
8 
integrative motivation did not necessarily imply the existence of a favourable attitude 
towards the target language community as found in Gardner and Lambert's (1959) 
study. Gardner (1960) suggested that the differing results might be due to sampling 
variations or situational and cultural factors. The context of the study did affect the 
results so different findings might have occurred in different settings. 
2.2.2 Motivation in the Social-educational Model 
2.2.2.1 The Motivation Constructs • 
Gardner's (1985a) socio-educational model of L2 learning was a theoretical 
framework that built on the social psychological model proposed by Lambert and the 
educational model proposed by Carroll (as cited in Gardner, 1988). The model 
proposed that motivation was an affective variable in relation to second language 
outcome, which was “the combination of effort plus desire to achieve the goal of 
learning the language plus favourable attitude toward learning the language，， 
(Gardner, 1985a, p. 10). Learners were not regarded as motivated if either one of the 
above aspects was neglected. To put it simply, if they had a favourable attitude 
towards the language but they did not show any effort in learning it, they were not 
motivated language learners. 
Furthermore, the model suggested "that the motivation to leam a second 
language was influenced by two attitudinal variables, integrativeness, and attitude 
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toward the learning situation. These two variables, as well as motivation, are 
conceptualized as an integrative motive, which was given great importance. It is 
because the model was mostly based on the findings from empirical studies carried 
out in a second language context of French learning in Canada. Hence, it is not 
surprising that the role of integrativeness might be given prime priority as the 
learners were living in a bicultural and bilingual setting in which they had ample 
opportunities to communicate or, to get to know the daily way of life of the people in 
the target culture. Thus, it is easier for the learners in those contexts to develop an 
integrative motive and it may be a primary reason for them to leam an L2. However, 
the empirical studies did not always reveal a high level of integrative motivation in 
the L2 learners. Au (1988) reviewed several motivational studies done by Gardner 
and his associates and some other researchers in L2 contexts. Positive, nil and 
negative relationship between integrative motivation and L2 proficiency were found 
in different studies in different contexts. The mixed results did not imply the 
breakdown of the model but they implied that motivation was a context-based factor 
in second language learning. The model can serve as a referential framework to help 
conceptualize motivational variables in different contexts. 
Nonetheless, among these three sets of variables, as shown in the empirical 
studies，motivation tends to correlate highly with L2 achievement (Lalonde and 
1 0 
Gardner, 1985). It is suggested that motivation serves as a primary role in L2 
learning while attitude toward the learning situation and integrativeness play a 
supportive role (Gardner, Tremblay and Masgoret, 1997). Furthermore, this 
socio-education model suggests a dynamic interplay of language outcome and the 
cognitive and affective variables explored, including motivation. 
2.2.2.2 Integrative and Instrumental Dimensions 
Moreover, motivation could be seen as stemming from different goals of 
learning a second language, or "orientations" (Gardner, 1985a) as termed by Gardner 
and Lambert (1959). Gardner (1985a) further elaborated and incorporated the 
conceptualization of integrative orientation and instrumental orientation into this 
model. An integrative orientation refers to the reason to leam a second language 
where a learner has a positive and favourable attitude towards the community who 
speak that second language and the learner wants to leam the second language in 
order to communicate with and understand other communities, or to become a part of 
the second language community. The integrative orientation puts stress on the 
social-emotion need of learning an L2. An instrumental orientation, on the other hand, 
stresses the pragmatic and practical aspects of learning a second language, for 
I 
example, getting a job, having a higher salary or being well educated (Gardner, 
1985a). 
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Nonetheless, Gardner's review (1985a) of previous motivation studies showed 
that the classification of integrative and instrumental orientation/motivation might be 
subject to the interpretation of different researchers. It is important to understand the 
differences in the classification adopted in each study. Even so, many past motivation 
studies were based on integrative and instrumental classifications in order to identify 
the major reasons for learning a second language (Gardner, 1985a). Yet, in Clement 
and Kruidenier's (1983) study, it was suggested that orientations were context-based, 
according to such factors as the ethnicity of the learners, the presence of other ethnic 
communities and the target language. Instrumental, travel, friendship and knowledge 
orientations were found to be common among the ethnic groups that were studied. 
Some other aspects, e.g. socio-cultural orientations, a desire for involvement with the 
target culture, academic success were shown to be dependent on contextual factors. It 
should be noted that the study identified travel, friendship and knowledge orientation 
as independent to integrative orientation as they could be held without a desire of 
identifying with the target language group. 
Gardner's (1985a) conceptualization of motivation gave a fundamental 
understanding of the nature of motivation in second language acquisition. However, 
Oxford and Shearin (1994) criticized the model for putting too much emphasis on the 
role of integrativeness, which involved the interest in interacting with the target 
1 2 • 
cultural group in the social-educational approach. The role of instrumental 
motivation was seemed to be overridden and neglected. However, it still played a 
role in L2 acquisition. 
2.2.2.3 Instrumental Motivation and Language Achievement 
Gardner and Maclntyre (1991) clarified the role of instrumental motivation in 
second language learning in a Canadian setting. The study was carried out among 
French students who learned English. The subjects were given 26 French/English 
words pairs to learn. The integrative motivation was measured by the 
Attitude/Motivation Test Battery (AMTB) and the instrumental motivation was 
tested by giving out monetary rewards of CAD 10 to the subjects for learning the 
word pairs. The result of instrumental motivation was compared with a control group 
which was not given any monetary rewards. 
The result of the experiment is within expectation as with any kind of 
motivation, learners would learn better (Gardner, 1985a). In this experiment, learners 
with higher integrative motivation learned more vocabulary items than those with a 
low integrative motivation. On the other hand, those learners who received monetary 
rewards for successful learning learned more and studied longer than those without 
monetary incentive. The results suggested that both integrative and instrumental 
> 
motivations could enhance second language learning. 
13 • 
However, the length of effectiveness possibly varied with the nature of the 
motivation. In this experiment, instrumental motivation could only be sustained 
when an incentive, i.e. the monetary reward, was present. Gardner and Maclntyre 
(1991) suggested a distinctive nature between the two that instrumental motivation 
involved a goal, which tended to be short-lived, and thus its effectiveness could only 
last for a shorter period for the goal to be achieved; on the other hand, while the goal 
of integrative motivation involved the desire to integrate with the speech community 
and favourable attitude towards the second language community, which was 
comparatively of a longer life span, the effectiveness was thus longer. 
Nevertheless, in exploring instrumental motivation, it was rather narrow and 
limited by a monetary reward. Future studies are needed to understand the nature of 
instrumental motivation in an educational setting. 
2.2.2.4 The Roles of Parents in Attitudes and Motivation 
As motivation was conceptualized as a social-psychological/educational 
phenomenon (Gardner and Lambert, 1959; Gardner, 1985a), in an L2 setting, 
Gardner (1985a) suggested that parents played an important role in their children's 
attitudes towards learning an L2 and their L2 learning. He proposed two types of 
parental roles: active and passive, in L2 learning (Gardner, 1968). Parents played an 
active role when they encouraged their children to perform well and monitored their 
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language learning. They might also teach their children some additional language 
items and recognized their success in language learning at school. The active role 
demonstrated an active involvement in the children's language learning while the 
passive role involved the parents' attitude towards the L2 community. Gardner (1968) 
hypothesized that parents of a positive attitude towards the L2 community would 
promote the development of an integrative motive of their children while parents of a 
negative attitude towards the L2 community could probably suppress the growth of 
integrative motivation. Yet, parents could encourage their children to perform well in 
L2 learning but in some occasions, they could also show a negative opinion towards 
the L2 community, resulting in a growth of a negative attitude of their children. 
Hence, Gardner (1985a) suggested that both active and passive roles should be 
considered to understand their influences on L2 learning. He also proposed that 
parents played a major role in affecting their children's ethnic and language attitude 
development, especially at their younger age. 
Furthermore, Gardner (1985a) also investigated the perceived parental 
encouragement in relation to motivation of Canadian children learning French. It was 
found that children's perception of parental encouragement was positively correlated 
with motivational intensity. Yet, it was also found that the role of perceived parental 
encouragement was less influential in affecting older students' motivation intensity. 
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Gardner (1985a) pointed out that there was a lack of studies exploring the 
relationship of parental involvement and L2 achievement. He also suggested that 
more research should be done on the parental roles in relation to motivation and L2 
learning. 
Indeed, it is difficult for a single model to explain all aspects of motivation. 
Oxford and Shearin (1994) then suggested integrating some concepts from general 
psychology to achieve a better understanding of second language learning to help 
reveal the constructs and patterns of motivation. 
2.2.3 An Expansion of Motivation Constructs in Socio-educational Model 
Tremblay and Gardner (1995) modified the conceptualization of motivation in 
the socio-educational model (Gardner, 1985a) by adding expectancy and self-efficacy, 
valence, causal attribution and goal setting theories from general psychology into the 
extended model. Expectancy theories referred to one's cognitive ability to anticipate 
rewards from what they had done. If language learners anticipated that they could 
achieve the goal, more effort would be devoted. Moreover, self-efficacy was 
concerned with learners' self-belief regarding their own ability to achieve the goal, 
which could be affected by past accomplishment, observational experiences (e.g. 
observing their peers), persuasion (e.g. persuasory information of one's own ability) 
evaluation by others, and reinforcement (Schunk, 1991). Furthermore, valence was 
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regarded as the value derived from a task; for example, language learners would 
consider the value and consequences of a learning task so they would leam the 
language well. Causal attribution was another new dimension added to the model. 
The attribution theory was concerned with how perceived reasons for past incidents 
would influence future behaviour. For example, language learners who perceived 
their own failure due to their poor abilities tended to much lower their expectation of 
getting success than learners who perceived failure attributed to bad luck (Dornyei, 
1994). Furthermore, goal setting theories suggested that one with more specific and 
difficult goals might perform better than those with general and easy goals (Tremblay 
and Gardner, 1995). 
It was found that goal salience, valence and self-efficacy were mediating 
variables between language attitudes and motivational behaviour. Goal salience was 
found to be influenced by language attitudes. Students with a more positive language 
attitude might tend to develop more specific learning goals, which, in turn, might 
raise motivation. Also, language attitudes were shown to affect the value attached to 
language learning and self-efficacy, and in response, to influence motivational 
behaviour. 
Though the interrelation of motivation and its components was empirically 
tested and confirmed in the study, how and why each component affected each other 
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was hardly found with detailed explanations and the development of those linkages 
was ignored. Those confirmed hypotheses could serve as a basic understanding of the 
issue but the complicated relationship between motivation components would be 
likely to be revealed in an in-depth study that involved qualitative data from learners' 
perspectives. Also, different yet to be identified aspects of motivational construct 
which link to personal retrospective or introspective account would likely emerge in 
a qualitative study. Moreover, the model was empirically tested on Canadians 
learning French as a second language context. There might be much more variations 
found if the model was examined in different contexts of language learning. 
2.2.4 Causal Link between Motivation and L2 Achievement 
Gardner and Maclntyre (1993a) reviewed past literature and proposed another 
theoretical framework of second language learning, in which there was a reciprocal 
causation relationship between motivation and language outcome. This built on 
Gardner's (1985a) socio-educational model in which he suggested a dynamic 
interplay between language outcome and the affective variables. In addition, 
language attitudes were also shown to be causally related to motivation, which was 
needed to be—maintained by an affective basis. 
The study also pointed out an important aspect of motivation that played a direct 
role in the informal learning context. Gardner and Maclntyre (1993a) explained that 
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motivated learners would engage in learning in an informal context but those who 
were not motivated would not. 
Nonetheless, the theoretical conceptual framework may ignore the complexity 
of motivation in second language acquisition. Motivation was conceptualized as 
being causally influenced by language outcomes, language attitude and language 
anxiety. The dimensions of motivation are rather limited. 
A number of studies have explored motivation constructs in second language 
contexts. Various fundamental concepts concerning motivation (e.g., orientations, 
integrative/instrumental dimensions) were established. In the second language 
learning context, integrative motivation has been found to be more prevalent and 
influential than instrumental motivation. As the learning context is important in 
understanding motivation, studies carried out in foreign language learning contexts 
are reviewed in the next section to help understand how motivation constructs might 
differ. 
2.3 Motivation in Foreign Language Learning Context 
2.3. J The Role of Instrumental Motivation 
‘ As discussed above, motivation is a context-specific phenomenon. Gardner and 
Lambert (1972) also carried out a motivation study in the Philippines, where English 
was rarely used for day to day communication but was still regarded as a prestigious 
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world language for business and education. In this foreign language learning context, 
the learners lacked social contact with the target community. The researchers carried 
out the study among 103 high school students who had been learning English for six 
years as a subject. The study examined attitudinal/motivation variables, language 
aptitude and English proficiency. The results showed that students with an 
instrumental motive and who were supported by their parents for an integrative aim 
were more successful in developing English proficiency. The result implied that, in 
this foreign language learning context, instrument motivation played an important 
role, or ‘‘more so than the integrative" (Gardner and Lambert, 1972, p. 130) although 
an integrative motive was still important for language achievement. The finding was 
different from second language contexts which stressed that integrative motivation 
had a greater impact on second language learning. This foreign learning study 
suggested that the effectiveness and role of different motivational variables might 
vary from context to context. 
2 2 The Need for Achievement and Attributions about Past Failures �� 
Dornyei (1990) carried out a study in Hungary to explore the motivation 
constructs for this foreign language learning context, where learning of the target 
language centered on institutional or academic settings. The English language 
learners lacked regular interactions with the target language community. The learning 
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situation was different from that of second language learning situation where the 
learners could interact with the target language community and leam it from the host 
environment. In addition to the instrumental and integrative motivational subsystems 
found in the study, the need for achievement and attributions about past failures were 
two motivational components that were identified. 
The need for achievement referred to a desire to achieve and to prove oneself in 
public language exams. In Hungary, examinations were the focus and the ultimate 
aim of learning the target language. By contrast, in a second language learning 
situation, the learners had the opportunity to learn the language in both academic and 
social settings. The interaction with the target community and the integrative 
dimension might take up a part of the importance of the need for achievement. 
Moreover, attributions about past failures was found to affect language learning as in 
the foreign language setting but more studies had to be carried out to understand its 
influence on motivation (Dornyei, 1990). 
2.3.3 Linguistic Self-confidence ^ 
Linguistic self-confidence has been conceptualized as a motivational process 
that low anxious level and high level of 12 competence would develop (Clement, 
, 1980). It is determined by the frequency and quality of inter-ethnic contact in 
multi-ethnic settings while learning an L2. The presence of inter-ethnic interaction 
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opportunities favoured the motivational process and, in turn, aided communicative 
competence (Clement, 1980; Clement, Dornyei and Noels, 1994). 
Interestingly, linguistic self-confidence was also found to be a major component 
of L2 motivation in the study carried out in Hungary, a foreign language learning 
context of English, where inter-ethnic contacts were scare (Clement et al., 1994). It 
was found that language learners with a low level of anxiety in the language showed 
a high level of perceived communicative competence and revealed a more positive 
and frequent contact with the language. They were even more motivated to leam it. 
They concluded that linguistic self-confidence was also a significant factor attained 
in this context as inter-ethnic contact could be made in an indirect way through 
English media, traveling experience or L2 classroom activities. 
2.3.4 A Theoretical Framework of Motivation 
In order to further understand L2 motivation in a foreign language classroom 
setting, Dornyei (1994) proposed a comprehensive framework by integrating social, 
personal and educational motivational components into a multilevel L2 motivation 
construct at the language level, learner level and learning situation level. 
The language level was comprised of the traditional classification of integrative 
and instrumental orientation/motivation. At the learner level, need for achievement 
and linguistic self-confidence were recognized as the motivational components, 
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concerned with affective and cognitive aspects related to language learning. 
Linguistic self-confidence was further discussed with respect to language anxiety, 
perceived L2 competence, causal attributions and self-efficacy. 
Furthermore, the learning-situation level was emphasized and divided into three 
sub-levels, course-specific, teacher-specific and group-specific components. The 
course-specific aspect was concerned with the syllabus, the teaching materials and 
method and the learning tasks. They were discussed in relation to interest (learners' 
interest in understanding their environments), relevance (the compatibility of the 
teaching instructions to their needs, values or goals), expectancy (the perceived task 
difficulty, effort required, teachers' presentation etc) and satisfaction (the outcome of 
the learning activities). For example, courses relevant to students' needed might 
enhance their motivation. Moreover, the teacher-specific components included 
afFiliative motive (students behaviour to please the teachers), authority type 
(democratic or controlling teaching style), and direct socialization of motivation 
(modeling, task presentation and feedback). For example, teachers who supported 
autonomy learning might help students develop autonomy learning and intrinsic 
motivation. Also, clear task presentation and informational feedback on learners' 
competence were motivating too. Lastly, group-specific components were concerned 
with goal-orientedness, norm and reward system, group cohesion and classroom goal 
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structure. 
The classifications reflected the importance of classroom language learning as 
language learning which mostly took place in classroom situations rather than in 
real-life inter-ethnic communications. 
The framework described the foreign language learning through 
multi-dimension approach and stressed the differences between second and foreign 
language learning. However, the framework is difficult to test empirically and it 
ignored relevant discussions in mainstream psychology that dealt with such aspects 
as goal theory and self-determination theory (Dornyei, 1998). 
As seen from the studies of the second and foreign language learning contexts, 
there are some unique features found in a specific learning context. Thus, 
context-based studies are always needed to address each unique learning 
environment. L2 motivation can hardly be conceptualized from one dimension or by 
one model. Due to its multi-faceted and multi-dimensional nature, on top of dealing 
with different contexts, different approaches addressing different perspectives of 
motivation are essential. 
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2.4 Motivation in Self-determination Theory 
2.4.1 Intrinsic and Extrinsic Motivation 
Self-determination theory and intrinsic/extrinsic motivation originated in 
psychological studies and they have been incorporated into and flourished in L2 
motivation research (Deci and Ryan, 1985). In the context of L2 learning, intrinsic 
motivated learners were interested in learning the language for the pleasure and 
satisfaction derived from it. Intrinsic motivation was self-determined. By contrast, 
extrinsic motivation was instrumental and driven by external forces (e.g. rewards or 
avoidance of punishment) (Deci, Vallerand, Pelletier and Ryan, 1991). 
2.4.2 A Continuum 
As noted by Deci et al. (1991), intrinsic motivation and extrinsic motivation 
were once perceived to operate against each other and rival one another as extrinsic 
motivation was believed to be not self-determined. However, the self-determination 
theory discussed four types of extrinsic motivation: external regulation, introjected 
regulation, identified regulation and integrated regulation, according to the extent to 
which the external regulation had been internalized along the continuum between 
self-determined/autonomous and controlled behaviour through the internalization 
process (Deci et al., 1991). External regulation was the least self-determined form of 
motivated behaviour on the continuum. It was initiated by external event or factors 
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(e.g. rewards or punishment from teachers or parents). Progressing along the 
autonomy continuum, introjected regulation referred to that learners internalized 
externally imposed rules or demands (e.g. being prepared for examinations), which 
were built on the threat of punishment or the desire for awards (e.g. avoidance of 
feeling guilty) and exerted pressure learners to engage in the learning task. It entailed 
more external regulation than self-determined choice as it involved internal threats of 
engaging in the learning task. The next point along the continuum was identified 
regulation, with which learners treasured and valued English learning and accepted 
the regulations. They also developed a sense of choice over the task. They were 
willing to take up the language learning task for the goal of improving their 
proficiency as they found it important and useful. For example, they would do 
additional English exercises to improve their proficiency as they found it was 
important and useful to learn English well. Integrated regulation was the most 
self-determined form along the continuum. The regulation was integrated into 
learners' values, needs and identities. For example, they practiced an L2 voluntarily 
for satisfying their own personal values. However, it was different from an intrinsic 
motivation, which was driven by the interest in the task, e.g. language learning but 
not other personal values (Deci et al.，'1991). Yet, when extrinsic motivation in any 
forms was internalized enough, it became self-determined for satisfying one's 
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interest, resulting in an intrinsic motivation (Dornyei, 1994). 
This approach provided a detailed analysis of different stages of development of 
motivation. Also, it employed a psychological aspect in conceptualizing L2 
motivation and opened a new line of inquiry of L2 motivation. 
2.4.3 Intrinsic/Extrinsic Motivation and Language Outcome 
L2 researchers were interested in intrinsic and extrinsic motivation and their 
relationships with language achievement. Lin, Detaramani, Yeung and Wong (1991) 
investigated the relationship between intrinsic and extrinsic motivation and language 
attainment among Hong Kong tertiary students in a quantitative study. It was found 
that English attainment was positively related to intrinsic motivation but negatively 
related to extrinsic motivation. The study suggested that students who possessed a 
higher level of extrinsic motivation than that of intrinsic motivation to leam English 
were less successful in terms of English attainment than those who possessed a 
higher level of intrinsic motivation. It also suggested that in an extreme condition, in 
which punishment was over-used, extrinsic motivation could then lead to a negative 
effect on English learning. 
The study proposed a clear-cut relationship between intrinsic and extrinsic 
motivation and English achievement. Nonetheless, in this quantitative study, like the 
one done by Tremblay and Gardner (1995), the developmental processes of 
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motivation, the reasons for the positive and negative relationship with English 
attainment, how each kind of motivation affects another and the overall English 
language attainment were not adequately addressed in the study. These are hardly 
revealed through a survey study and more context-specific and in-depth 
investigations have to be carried out. 
Based on the self-determination theory, motivation can be seen as involving a 
continuum of self-determined and controlled behaviour. Different approaches to 
conceptualizing motivation serve to reveal motivation from different perspectives. In 
this way, a deeper and wider understanding of motivation can be achieved. 
2.5 Motivation and Autonomy 
2.5.1 Motivation: An Outcome of Autonomy 
Motivation has also been examined in relation to learner autonomy. 
Autonomous learners took responsible for their learning. They were capable of 
deciding their own learning goals, evaluating learning progress and formulating own 
learning plans, which would be more focused and efficient (Dickinson, 1995; 
Littlewood, 1999). Autonomy was suggested to promote motivation to leam. 
According to Deci et al. (1991), autonomous supportive learning contexts can boost 
the development of self-determined motivated learning behaviour. In the review of 
intrinsic and extrinsic approach to motivation (Deci., 1991) with respect to autonomy, 
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Dickinson (1995) also concluded that intrinsic motivation could be facilitated when 
language learners possessed the opportunities to take charge of their learning. 
Furthermore, he suggested that the attribution theory of motivation contributed to 
learner autonomy, too. Attribution theory was concerned with the learners' belief that 
the reasons for their success or failure could affect future performance. Learners 
would be motivated by their success when they attributed it to internal causes (e.g. 
effort), which were under their control. In other words, autonomy, taking charge of 
one's learning, could raise the motivation to leam. 
2.5.2 Motivation: A Source of Autonomy 
Autonomy could also be the product of motivation. Littlewood (1996) 
conceptualized autonomy as the ability and willingness to make independent choices 
in learning. Ability referred to one's knowledge and skills to make and implement 
independent choices while willingness was proposed to be determined by one's 
motivation and confidence to take the responsibility for one's choices. Hence, 
motivation is the basis of autonomy. � 
The view that autonomy was brought about by motivation was also found in a 
local study. Spratt, Humphreys and Chan (2002) examined the English language 
learning autonomy of 508 local tertiary students in a mixed method study consisting 
of a survey and group interviews. They investigated the frequency of participation in 
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English language activities outside class, which were regarded as an autonomous 
learning behaviour, and a low rate of participation was found. The selected 
participants explained in the interview that lack of motivation was the main cause for 
the low participation. The statistical analysis revealed that the frequency of 
engagement in outside class activities correlated positively with the students' 
perceived level of motivation. 
The above discussion showed that the relationship between motivation and 
autonomy could be in a different direction. Spratt et al. (2002) suggested that it was 
determined by the kind of motivation involved and no fixed directional relationship 
could be found. The authors recommended that more studies pay attention to 
motivation and learner autonomy. 
2.6 A Dynamic Approach of Motivation 
In addition to the well-researched social-psychological and self-determination 
approaches, motivation has been recently researched as a dynamic and 
process-oriented concept. Modifying Pintrich and Schunk's (as cited in Dornyei, 
1998) approach, in which motivation would involve mental process which initiates 
and upholds one's behaviour, Dornyei (1998) interpreted motivation as a process of 
which a force would arise, initiate, persist until one has reached their goals. Thus, in 
Dornyei's (1998) view, motivation would change as a process. Furthermore, Dornyei 
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and Skehan (2003) acknowledged the dynamic nature of motivation constructs that at 
different stages of learning, there would be different motives related to the constructs 
of motivation. L2 motivation would change over time. 
Yet, changes in L2 motivation constructs was difficult to investigate using the 
traditional quantitative design (e.g. Noels, Pelletier, Clement and Vallerand, 2003; 
Domyei and Clement, 2001; Lai, 1996; Gardner and Maclntyre, 1991). Though they 
were insightful in the way that they explored and expanded the motivation constructs 
and relationships in a clear-cut way with statistical methods, intricate relationships 
between motivational constructs and developmental patterns were hard to be 
revealed in detail. By contrast, a qualitative study would help remedy the weaknesses 
of quantitative studies and uncover the dynamic aspect of motivation. 
2.6,1 A Qualitative Exploration of Motivation 
Ushioda (2001) addressed the dynamic and temporal aspect on language 
learners' motivational thinking and the respective changing of their motivational 
beliefs in her qualitative study of motivation. Her informants were a group of 20 
French learners taking French studies at tertiary level in Ireland. She elicited personal 
and introspective accounts of motivation from the learners' perspective through 
interviews. She studied the changes in the degree and aspects of motivation, 
motivational perspectives on L2 development over time, demotivating factors and 
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motivational strategies. It was found that the patterns of motivational changes were 
affected by L2 learning experience and the development of personal goals over time. 
She discussed the significance of temporal aspect in the evolutionary nature of 
motivation constructs. It was suggested that the learners' conceptions of motivation 
might differ from a predominance of accumulated positive learning experience with a 
minor influence of goal-directed motivational thought into a prevalence of 
goals-directed motivation with a minor role of learning experience over time. 
Moreover, effective motivational thinking that would help learners maintain 
their involvement in language learning was discussed. The study showed that 
successful learners gave a great importance to their positive learning experience to 
sustain their language learning while the participants who had fewer positive learning 
experiences shifted their focus onto the goals and incentives to learn the language, 
keeping themselves involved in language learning. The finding implied that learners 
would value their accomplishment and build up their perceived ability of success. 
When they experienced obstacles in learning, they would attribute the failures that 
could be defeated to minimize the negative impact and uphold their perceived ability. 
The process of the motivational thinking was found to rely on the learners' control of 
their affective learning experience. “ 
In this qualitative study, an intricate relationship between components of 
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motivation and their development were found. The relationship between motivation 
and language achievement was not simply a reciprocal causal relationship as 
suggested by Gardner and Maclntyre (1993b) in a quantitative study but one in 
which, learners' cognitive thinking would play a role to manipulate the effect of 
motivational thinking on language learning. Hence, the qualitative method was a 
rewarding mode of motivation research because it was able to identify the complex 
construction and operation of motivation as a dynamics over t i m e . ‘ 
Also, the study shed new light on conceptualizing motivation as a dynamic 
concept, which was useful for understanding motivation over time (Ushioda, 1996). 
More longitudinal studies of this nature are needed. It would also be fruitful to 
explore motivation to learn English in Hong Kong where students' English learning 
extends over many years of formal education. 
Apart from adopting different approaches to motivation studies, examining 
motivation and the related language learning behaviour of successful language 
learners would also be important in investigating motivation constructs. , 
3 3 
2.7 Motivation and Language Learning Behaviour/Strategies 
2.7.1 Investigation on Successful Language Learners 
Motivation was believed to be one of the variables contributing to good 
language learning (Rubin, 1975). L2 researchers (e.g. Rubin, 1975; Stem, 1975; 
Naiman, Frohlich, Stern and Todesco, 1996) were interested in good language 
learners and hoped that they could determine their ways of learning and some other 
personal factors contributing to their success so that less successful learners could 
understand their own problem and make language learning more effective. Attitude 
and motivation were found to be the best predictors of success in L2 learning in 
Naiman, et al.'s (1996) study. Their language learning behaviour was also important 
to understand their motivation constructs. 
2.7.2 Language Learning Strategies of Successful Language Learners 
The investigation of language learning strategies of successful language learners 
were the one of the main foci of studies concerning the characteristics of good 
language learners (e.g. Rubin, 1975; Stern, 1975; Naiman et al., 1996). For example, 
Rubin (1975) observed successful language students in a classroom setting in 
California and. Hawaii and elicited relevant information from second language 
teachers, identifying several language " strategies (e.g. guessing the meaning of 
conversations, seeking opportunity to practice the language, monitoring their 
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production of the language). Stern (1975) also proposed some more language 
learning strategies of good language learners by reflecting his own teaching 
experience and reviewing relevant literature (e.g. developing one's own approach for 
learning, involving themselves in the target language and adapting the learning to 
their life). 
Rubin's (1975) and Stern's (1975) studies explored the language learning 
strategies used by successful language learners but they did not take the role of 
motivation, which had been suggested as a significant factor of L2 learning, in 
relation to the good language learning strategies. Also, there was a lack of attention 
to the learning context (e.g. whether these strategies were applicable to a second or 
foreign language learning context). More studies need to be carried out on the target 
language use/strategies of motivated and successful language learners in order to 
help motivate language learners to leam the target language. 
2.7.3 Motivation and Language Learning Strategies 
Oxford and Nyikos (1989) investigated the variables affecting the choice of 
language learning strategies, including motivation, of university students learning 
different foreign languages in universities in the United States. Motivation was found 
to be a key factor. The study showed that language strategies concerning formal 
practice strategies (e.g. using structural knowledge, generating and revising rules), 
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functional practice strategies (e.g. talking with native speakers, reading authentic 
materials), resourceful, independent strategies (e.g. organizing related words, 
self-planning and testing), general study strategies (e.g. studying hard, managing 
time well) and conversation/input elicitation strategies (e.g. asking for comments on 
pronunciation, slower speech) were used by the tertiary students. In addition, it 
showed that highly motivated learners used all these strategies more often than the 
poorly motivated learners. It also found that formal practice and general study 
strategies were the more popular among the students than functional practice 
strategies and resourceful, independent strategies. Oxford and Nyikos (1989) 
suggested that the popularity of the formal and general study strategies were useful 
for doing well in tests and assignments in language courses, reflecting the 
instrumental goal and motivation of the majority of the students. Yet, the study also 
showed that humanities/social science/education students used functional practice 
strategies and resourceful, independent strategies more often, revealing their urge to 
engage in communicative-oriented practice and autonomous way of learning. There 
was a link found between motivation and language use in this study. However, it 
failed to address how the type and level of motivation led to the particular sets of 
language use and behaviour. The linkage between these two should be more 
thoroughly investigated because it would be helpful to reveal successful students' 
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motivation constructs and suggest ways to raise students' motivation. Oxford and 
Nyikos (1989) also recognized the need for more research on the cause-and-effect 
relationships between the variables identified. 
2.7.4 Motivation and Language Classroom Behaviour 
Naiman et al. (1996) examined the learning behaviour of a group of 
non-francophone Canadian children (grade 8，10 and 12) learning French in a 
classroom setting in Cosmopolitan Toronto, East York, North York, Scarborough and 
Halton Board of Education school district. Half of the group was the best and another 
half was the worst in the class. They also investigated five attitudinal/motivation 
subscales of the students: integrative orientation, instrumental orientation, motivation, 
evaluation of means of learning French and lack of ethnocentrism. These five 
subscales were found to be positively correlated with success in French learning. 
It was found that the five attitudinal/motivation subscale correlated positively 
with student hand-raising in class, which was found to be the most important 
predictor of the success in the language proficiency tests. Also, motivation and lack 
of ethnocentrism were found to be positively correlated with students' response in 
class while motivation, instrumental orientation, lack of ethnocentrism and 
evaluation of means of learning French were found to be negatively related to that 
the students gave an incorrect response to the teacher. The findings suggested a 
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relationship between attitudinal/motivation variables and certain language classroom 
behaviours. 
Nonetheless, the study neglected the role of motivation for the development of 
these classroom behaviours and how they were related to the success in second 
language in the regression analysis of data collected. Furthermore, language learning 
could take place outside classroom. In addition, the social context in which the 
language learning was taking place has to be considered (Norton and Toohey, 2001). 
Therefore, investigations into the language behaviour inside and outside formal 
schooling, as well as the social context, in relation to motivation of successful 
language learners are needed. A local study is needed to see how motivation affects 





2.8 Motivation to Learn English in the Local Context 
2.8.1 English Learning in Hong Kong 
The contextual learning environment is a crucial factor in the construction of 
motivational subsystems (Dornyei, 1990, 1994). Contextual factors in Hong Kong, 
for instance, the status of English, the social, cultural and political environment, the 
education system, parental roles may greatly influence one's motivation constructs. 
Also, as suggested by Lai (1999), English learning in Hong Kong involved much 
more foreign language context features than those of a second language context. The 
fact is that for the majority local students, their daily communications outside 
English classrooms are mostly conducted in Cantonese. To a certain extent, with only 
a limited number of native English-speaking teachers (NETs) in schools, it is rather 
difficult for local Chinese students to get access to the English-speaking community 
and leam the target language through direct communications with them. Moreover, 
English learning is mainly taken place in schools and closely related to examinations. 
Thus, the local context is very different from the second language contexts in which 
most of the past motivation studies took place, e.g. Canada. Furthermore, local 
Chinese parents were usually highly involved in students，schoolwork and spent a lot 
of time assisting them (Chen, Lee and Stevenson, 1996). In particular, local Chinese 
parents emphasized academic achievement under the examination-oriented education 
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at their children's early age (McBride-Chang and Chang, 1998). The interplay of 
motivation constructs of the Hong Kong context may vary from what has been found 
in motivation studies held in second language learning contexts. 
In view of the importance of contextual factors, local L2 researchers have been 
interested in investigating the role of motivation to learn English in Hong Kong from 
time to time. Facing the changing social-political changes in Hong Kong, English has 
changed from a colonial language to an international language for business and 
academic purposes though English is still rarely used by Hongkongers for 
intra-ethnic communication (Evans, 2000). Changes in the context of English 
learning in Hong Kong at different periods of time can affect the attitudes and 
motivation to learn English among the local students (Richards, 1994). Therefore, 
local studies are needed to reveal the constructions of motivation over time. 
In order to examine the motivation constructs in the local context and suggest 
ways to improve the motivation phenomenon, a local motivation study with a 
dynamic aspect is worth carrying out with successful English language learners. 
Thus, there is a need to understand the previous findings on the motivation constructs 
and its role in second/foreign language learning in the local context, paying attention 
to the context-specific features and findings. 
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2.8.2 Motivation Constructs in Hong Kong: An Overview 
2.8.2J A Strong Instrumental Orientation 
Based on her earlier work (e.g. Lai, 1996), Lai (1999) reviewed studies that 
examined the attitudes and motivation of Hong Kong secondary students before 
colonial rule and also compared two studies of secondary and tertiary students after 
1997. She found that there was a clear and strong instrumental orientation to leam 
English before and after colonial rule and a very limited number of students 
possessed an intrinsic motivation. 
Lai (1999) revealed that both secondary and tertiary learners found English 
important for their future careers. This was constituted to be major components of 
Hong Kong students' orientation towards the learning of the language. English 
learning was found to be largely driven by the pragmatic needs of academic and 
business settings. Lai (1999) took the socio-economic and political change into 
account, revealing that English was business-related and pragmatic oriented before 
and after the colonial rule. As seen from the comparison, such a great political 
change did not affect students' orientation of learning English seriously as it might 
. have been too remote to students. It was mainly due to the business and international 
image and function of Hong Kong that a good mastery of English was deemed 
helpful to get a job and pursue a better career. 
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Furthermore, Lai's (1999) review also found an early instrumental tendency 
among local junior secondary school students. In one of the studies she reviewed, 
about one-fourth of the subjects, secondary school students aged between 11 and 15, 
indicated that they learned English for their future career (Lai, 1996). Though this 
was far away from adolescents, in Hong Kong, a commercial society, a job-related 
motive formed a major drive for English learning. 
In addition, Lai's review (1999) pointed out that in a survey study examining 
tertiary students' motivation to leam English, carried out in 1998，96% of the 
respondents indicated that self-access learning was good to English learning but only 
48% of them reported that they did go to self-access centre regularly to improve their 
English. It showed that most of them were not willing or were reluctant to take the 
chance to improve even though they understood the benefits and opportunities were 
available. There was a divergence between the belief of English learning and actual 
effort devoted to it. The students were not motivated enough to make an effort to 
leam English. “ 
Yang and Lau (2003) carried out a longitudinal study lasting three years to 
• investigate local ..students' attitudes and motivation at secondary and tertiary levels in 
the post-colonial period. As a part of the study, they examined language attitudes 
towards English learning of 42 tertiary students of different departments at secondary 
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and tertiary levels, through questionnaires in 1998 and 2001, just after the subjects 
had entered the university and when they had nearly finished the undergraduate 
programmes respectively. Most of the subjects indicated that English would still be 
important in the coming ten years in Hong Kong and English would be important for 
getting a job in both periods of investigation concerning secondary and tertiary levels 
respectively. The clear instrumental orientation at both secondary and tertiary levels, 
which was job-related, was confirmed in this post-colonial longitudinal study. 
Instrumental orientation and motivation played an important role in local students' 
motivation constructs, similar to the finding of Gardner and Lambert's (1959) study 
in an EFL setting that instrumental motivation was more influential. 
Green (1999) also studied the motivational patterns of 1978 local tertiary 
students in Hong Kong based on the four categories of motivational regulation 
proposed by Deci and Ryan (1985) through a questionnaire. The study showed that 
nearly half of the respondents (49%) attained the stage of identified regulation while 
15% of them progressed to integrated regulation. The finding implied that majority 
of the subjects valued English learning for its importance and they were willing to 
learn it well while a small number of the students could further internalize the 
external regulations and learn English for their own personal values and needs. It was 
similar to the finding of Lin and Detaramani's (1998) study that Hong Kong students 
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showed a higher level of extrinsic motivation than intrinsic motivation. Green (1999) 
suggested that reaching the stage of identified regulation was very important to 
language learners that when they experienced achievement, they valued English 
learning and wanted to improve further. 
The study also showed that 19% of the subjects were classified as "avoidant", 
that is, they rejected learning opportunities, which were easily available to them (e.g. 
reading in English, participating in self-access learning). The finding pointed out that 
a certain number of tertiary students were not willing to take up any English learning 
activities outside class. 
2.8.2.2 A Small Proportion of Integrative Motivation 
In Richard's (1998) mixed-method study exploring local secondary students' 
motives for learning English, there was only one informant out of 27 who showed 
‘integrative motives (e.g. a strong desire to assimilate to Western cultures and a desire 
to leam about cultural differences). The finding implied that integrative motivation 
was not common among local students and echoed Lai's (1999) review that found 
that a high proportion of instrumental motivation was found among local students. 
According to the studies discussed above, the majority of Hong Kong students, 
at both secondary and tertiary levels, in both pre- and post-colonial periods, were 
found to have a significantly stronger instrumental than integrative motivation, 
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consistent with the findings of Gardner and Lambert's (1959) study in an EFL setting 
where instrumental motivation was more dominant in affecting L2 learning. The 
findings were quite different from the North American studies of French Canadian 
learners of English in ESL settings where integrative motive was suggested to be a 
crucial element. Therefore, a local study of motivation is needed to explore the 
motivation constructs of local students. Furthermore, the existing studies on 
motivation (e.g. Lin et al.’ 1991; Lin and Detaramani, 1998; Richards, 1998) always 
focused on the instrumental/integrative orientation, intrinsic/extrinsic motivation. A 
quantitative study that relies solely on questionnaires might ignore the intricate 
constructs of motivation. A qualitative study is needed to investigate the 
developmental patterns of motivational components in depth. More sophisticated 
analyses and factors are likely to emerge in a qualitative study. 
J Dynamic Local Qualitative Study 
Ushioda's (2001) opened a new line of inquiry of motivation as a developmental 
process and the study was significant in understanding how motivation evolved over 
time in Ireland. The dynamic approach of motivation was significant and it was also 
found in the local context. Building on her earlier works on L2 motivation (e.g. Lai, 
1997)，Lai (2000) addressed local students' motivation throughout the use of 
qualitative case studies. In her qualitative study, she developed six case histories of 
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tertiary students; three of them were identified by their tutors as successful and three 
of them as unsuccessful. The successful learners obtained grade C or D in English in 
the Hong Kong Certificate of Education (HKCE) examinations and the unsuccessful 
learners scored grade E in English. The student informants were asked to self-reflect 
their English learning experiences from primary to secondary levels. In the study, 
attention was paid to motivation, effort and achievement. 
2 . 8 . 2 . 1 Motivation and English achievement. 
The study suggested a reciprocal causal relationship between motivation and 
English achievement/failures. Lai (2000) suggested that motivation is “a facilitating 
factor that keeps the learning cycle moving" (p. 55) and this also echoes Gardner's 
(1985a) belief over the relationship between effort, motivation and achievement. Lai 
(2000) proposed that achievement would enhance the level of motivation. 
Achievement, in other words, is not only a result but also a starting point in a 
learning cycle. 
The study also found that for unsuccessful students with a comparatively low 
level of achievement, repeated English learning failures or difficulties could be 
detrimental as the motivation they had built up could not be sustained. This finding 
was consistent with Dornyei's (1990) foreign language learning model based on a 
study of Hungarian students, in which attributions about past failures, or negative 
4 6 
achievement, was one of the factors affecting motivation in foreign language learning 
setting. As mentioned before, foreign language learning features are common in the 
Hong Kong context of learning English. Thus, the model also had explanatory power 
in Hong Kong where failure was common under examination systems and other 
kinds of assessments. Lai's (2000) local study suggested an interactive nature 
between motivation and achievement (attributions about past failures for negative 
achievement) while Dornyei (1990) left the relationship unspecified. Such a 
complicated relationship can only be found through a qualitative study involving 
personal retrospective accounts of motivational change over a substantial period of 
time. 
2.8.2.3.2 The development of motivation. 
There was another significant finding concerning the nature of motivation in 
Lai's (2000) study. She suggested that motivation was developmental. Eric, one of 
the cases in the study, demonstrated a transformation of his purely instrumental 
motivation into a mixture with intrinsic motivation. He possessed an instrumental 
motivation when he repeated his Secondary 4-5 studies; he wanted to learn English 
well for getting a better job. He had put much effort into improving his English and 
achieved a better control of the language. He then derived satisfaction from learning 
it and found English interesting. He developed an intrinsic motivation. Applying the 
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self-determination theory (Deci et al., 1991) to Eric's case, he successfully 
internalized his instrumental motivation and developed an intrinsic motivation (Deci 
et al., 1991; Domyei, 1994). 
In addition, Eric's case showed that instrumental motivation could give rise to 
achievement, which led the learning cycle to evolve and promoted the development 
of an intrinsic motivation. This was in line with the finding of Gardner and 
Maclntyre's (1991) study that instrumental motivation was also effective in language 
learning. 
The transformation of motivation types has opened a new perspective in the 
developmental aspect of motivation in the local context. This study also revealed that 
in Hong Kong, the role of failure was one of the main causes leading to a low 
motivation level of students because they were unable to move ahead due to 
.insufficient level of motivation. 
Lai's (2000) study successfully recognized the developmental nature of 
motivation in the Hong Kong context. However, the criterion of selecting successful 
and unsuccessful English language learners was too subjective (e.g. largely based on 
personal judgment) and the grades of the “successful” learners obtained in the 
English public examination were too low. Moreover, the study focused on the role of 
achievement/failure but the influence of contextual factors of learning environment 
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(e.g. rare contact with English, the social-political factors, personal factors, goals, 
parental and peer influence) were neglected. Moreover, there is a need to investigate 
learners' learning experience and motivation at the tertiary level. At this stage of 
English learning, the learners may have been well shaped by accumulated past 
learning experience as well as more immediate job-related motives. The language use 
of the successful language learners should be explored to understand successful 
learners' motivation to leam English. Therefore, a study is needed to take the factors 
suggested above into consideration and investigate motivation constructs throughout 
different stages of formal education up to the tertiary level. 
Several studies have focused on identifying the type of motivation of Hong 
Kong students and its relationship with English language achievement. Though a 
local qualitative study explored the developments of motivation, as mentioned in the 
above review, not enough attention was paid to the careful selection of participants, 
the developments at different stages of formal education, theoretical 
conceptualization of motivation and the contextual factors of the learning 
environment. 
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2.9 Rationale for Present Study 
It is essential to explore the evolution of the motivation constructs at different 
stages of English learning from primary to tertiary level in Hong Kong. The 
development of motivation at different formal education levels has long been ignored. 
English learning in Hong Kong involves a long period of formal education; a better 
understanding of the impact of development of motivation could lead to the 
formulation of concrete suggestions to help raise the motivation of learners at 
different stages. 
As discussed above, the traditional research paradigm of L2 motivation studies 
have mainly involved a quantitative survey method. Though helpful in establishing 
directional links between components of motivation, detailed explanations of how 
and why the motivation constructs emerge and relate to each other are difficult to 
investigate in quantitative studies. Hence, a qualitative study is more appropriate to 
help uncover dimensions of motivation ignored in previous quantitative studies (e.g. 
detailed explanation of the relationships between motivational components). 
In addition, there was a lack of longitudinal L2 motivation studies. The L2 
motivation studies mainly focused on the motivation constructs at a particular point 
‘ of time (e.g. Gardner and Lambert, 1959; Dornyei, 1990; Clement et al., 1994). Yet, 
motivation was not a static phenomenon. Only a few longitudinal studies were 
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carried out (e.g. Ushioda, 2001; Lai, 2000). While motivation has been 
conceptualized as dynamic and developmental in nature (Dornyei and Skehan, 2003; 
Ushioda, 2001), more longitudinal studies are needed to understand the evolution of 
motivation over time. 
Numerous L2 motivation studies were conducted in a second language learning 
context; it is a well-researched area in the context. However, fewer studies have been 
carried out in a foreign language learning context. There is a need to explore L2 
motivation in the latter to achieve a better understanding of motivation in this 
learning environment. Most importantly, more local motivation studies are desired to 
address the unique learning context in Hong Kong (e.g. classroom learning, 
education system, parental involvement). 
While the past studies mainly investigated L2 motivation from a single 
perspective, a local qualitative study is needed which would build on various 
theoretical frameworks (e.g. the social-educational perspective, the 
self-determination theory, goal theory, the dynamic approach) to synthesize analysis 
and discussion from different dimensions. It would also take into account the 
social-political context, learning environment, personal learning factors, and 
motivation constructs at the various stages of learning-. 
“ 
Hopefully, English language learners, teachers and L2 researchers in Hong 
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Kong could understand the successful learners' motivation constructs and evolution 
so they can reflect on better ways to help strengthen motivation. 
2.10 Summary 
This chapter discussed the conceptualization of L2 motivation in both second 
and foreign language learning settings to convey an understanding of this 
complicated affective variable under different approaches (e.g. the social-educational 
approach, self-determination theory). It reviewed relevant studies and found that 
motivation was context-based. Motivational components were found to be varied in 
different contexts and played different roles in L2 motivation. 
It was also found that traditional quantitative survey studies, which were the 
popular research design of L2 motivation studies, might overlook the intricate 
relationship among components and the dynamic nature of motivation. Qualitative 
studies were rare and more studies of this kind should be carried out to have a deeper 
understanding of motivation. 
Recently, motivation has been conceptualized as a dynamic construct. However, 
the review showed that there were only a few studies of a longitudinal nature 
addressing the dynamic and development nature of motivation. Longitudinal studies 
are needed to understand the evolution of motivation over time. 
t! 
Also, language use and strategies were addressed in relation to successful 
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language learners. Not enough studies have investigated language learning behaviour 
with respect to motivation. Most of the studies generally directed the studies to 
explore language learning strategies which would help language learning. 
Moreover, studies on autonomous learning were reviewed with respect to 
motivation. The directional link between autonomy and motivation was found to 
operate differently in different studies and theoretical discussion. Hence, more 
empirical studies should be carried out to understand the relationship. 
Furthermore, the review of relevant motivational studies showed that different 
components were found in different second and foreign language settings. Hence, 
local studies were reviewed to provide an understanding of what is currently known 
about motivation constructs in Hong Kong. This further established the need for a 
local qualitative study on developmental motivation. 
n 
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CHAPTER 3 METHODOLOGY 
3.1 Introduction 
In this chapter, the research design, participants, instruments, data collection 
procedures, data analysis are discussed in detail. The present study adopted a 
retrospective longitudinal qualitative multiple-case study design to explore the 
emergence of motivation and the developments of motivation constructs of five 
successful English language learners in Hong Kong throughout their primary, 
secondary and tertiary education. The present study involved the collection and 
analysis of semi-structured interviews, a language learning narratives and a survey. 
3.2 Research Design 
3.2.1 Qualitative Research Paradigm 
The choice of adopting a qualitative case study design in the present study was 
.determined by the goals and the nature of the guiding questions (Chapter 1). The 
present study aimed to explore how the L2 motivation of successful English 
language learners in Hong Kong was constructed at different stages of formal 
education in order to suggest ways to help local students to raise their motivation to 
leam English. It was exploratory and inductive in nature. Without identifying all 
pre-set variables and testing hypotheses formed before the study, a qualitative design 
allowed the emergence of unknown or neglected categories of analysis during the 
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research process to help better understand, the complex and context-based motivation 
constructs (Creswell, 1994; Mertens, 2005). Hence, a qualitative research design was 
an optimal method to understand, describe, discover the phenomenon and generate 
patterns and hypothesis from it (Merriam, 1988). 
Moreover, the motivation constructs are a phenomenon largely centered on the 
learners, the participants. A qualitative design, which adopted an interpretive and 
naturalistic approach, was appropriate for eliciting their views and inferring the 
meaning of the phenomenon from their perspective (Mertens, 2005). 
3.2.2 Limitations of Quantitative Research Paradigm 
The use of a qualitative research method to study L2 motivation is not popular 
as a quantitative approach is the norm (Dornyei, 2001a; Ushioda, 2001). A survey 
method is the most common quantitative method used for its ability to generate 
-broader tendencies from statistically significant results (Dornyei, 2001a). Hence, 
generalisable frameworks and theoretical models in understanding the constructions 
of L2 motivation were proposed in survey studies (e.g., Gardner and Maclntyre, 
1993b; Tremblay and Gardner, 1995; Gardner, Tremblay and Masgoret, 1997). 
However, a quantitative method fails to address “subjective variety of an individual 
life" (Dornyei, 2001a, p. 193) as it works on the average responses of the collected 
samples (Domyei, 2001a) and merely pre-set variables. While motivation has 
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recently been conceptualized as a multifaceted, dynamic and highly contextualized 
construct (Dornyei, 1994; Ushioda, 2001), a qualitative method worked to 
complement the traditional conceptualization established from quantitative methods 
by uncovering the intricate interplay of social, cultural and psychological factors of 
an individual (Dornyei, 2001a). 
3.2.3 Longitudinal Qualitative Design 
L2 motivation is dynamic and developmental (Ushida, 2001). It changes over 
time (Dornyei and Skehan, 2003) and can be viewed as a process (Dornyei, 1998). 
Hence, a longitudinal qualitative design was optimal to investigate L2 motivation 
development and its change over time (Saldana, 2003). To explore the development 
of motivation constructs throughout primary, secondary and tertiary levels, a 
longitudinal qualitative design, with a retrospective nature was adopted for the 
present study to reveal the change of motivation over time. The longitudinal 
development of motivation was elicited through the participants' reflection and 
memory call of their past learning experiences. It is understood that memory recall 
may be inaccurate (Saldana, 2003); careful attention was paid to analyze the data. 
i . 2.4 The Case Study Design 
‘ A case study is defined as "an examination of a specific phenomenon such as a 
program, an event, a person, a process, an institution, or a social group" (Merriam, 
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1988，p. 9). Within a case study, there is a bounded system or a case identified as the 
focus of investigation, which is an instance of the issue needed to be studied 
(Merriam, 1988). In the present study, a case was developed for each participant, 
focusing on the motivation constructs. 
As the guiding questions of the present study centered on how and why the 
motivation of successful English language learners constructed and evolved during 
their formal schoolings, in a naturalistic setting with minimum amount of control, a 
case study design was appropriate to approach the guiding questions of "how" and 
"why" which involved operational links developed over time (Yin, 2003b). 
According to Foreman (1948)，a case study design focuses on the particular patterns 
of significant factors and favours a study which deals with the development of a new 
inquiry and further conceptualization of factors. 
- Moreover, motivation constructs are context-based. A case study design, as 
defined by Yin (2003b), is a qualitative research strategy for investigating a 
contemporary phenomenon in its real-life context. It is particularly useful when the 
context and the phenomenon are interlocked. Also, a case study looks for holistic 
description and explanation of real-life events (Merriam, 1988). It investigates the 
development of motivation constructs of the participants with its inseparable contexts 
(e.g. the learning situations at home and school, socio-cultural settings). 
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3.2.4.1 A Multiple-case Design 
The present study adopted a multiple-case design, involving five individual 
cases. Yin (2003b) suggests that the multiple-case design follows the replication 
logic applied to multiple experiments. With replications, the finding can be proved to 
be more robust and worthy of investigation. It is hoped that each case in the 
multiple-case study can either predict similar results (a literal replication) or predict 
contrasting results due to predictable reasons (a theoretical replication). It can also 
help expand the external generalizability of the research findings (Yin, 2003b). 
A multiple-case design is a more favourable research design than a single-case 
study. It can produce more robust results than a single-case study and be free from 
the criticism of producing artifactual condition about the single case (Yin, 2003a). 
3.3 Participants 
.. The present study explored the motivation constructs of successful English 
language learners in Hong Kong. The main criterion for the selection of participants 
for the present study was that they should be highly motivated and successful English 
language learners at the tertiary level. Hence, initially, in the first phase, a group of 
English majors at a Hong Kong university was located. Then, in the next phase of the 
“ study, following strict screening procedures, five participants were selected for the 
focused case studies. 
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The potential participants for the first phase of the present study were Year One 
English majors studying in a university in Hong Kong. Sixty-two Year One English 
majors agreed to join the present study. There were seven males and 55 females, aged 
from 18 to 21. They were given a code number to protect their personal identity and 
information. 
The English majors met the broad criteria of successful English language 
learners as shown by their grades achieved in the two local English language public 
examinations. Seventy-seven percent of the participants obtained a grade B or above 
in the English language (Syllabus B) of the Hong Kong Certificate of Education 
Examination (HKCE) at then end of their Secondary 5 (grade 11). All obtained a 
grade C in the Use of English (UE) in Hong Kong Advanced Supplementary Level 
Examination (HKAS) held at the end of Secondary 7 (grade 13), which was 
equivalent to a score of 550 in the Test of English as a Foreign Language (TOEFL) 
(Yang and Lau, 2003) and 58% of them even obtained a grade B or above. 
Moreover, they could recall English language learning experiences at different 
levels of formal education in Hong Kong. They all received local primary and 
secondary education and were studying in the university for their first year in the 
English Department. Thus, the development of their motivation constructs could be 
traced. They lent relevance and validity to the guiding questions exploring the 
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developmental patterns of motivation at the primary, secondary and tertiary levels. 
3.3.1 Selection Criteria for the Focused Cases 
To select a small number of participants who excelled at the English language 
and were highly motivated to learn the language, the present study adopted a 
non-probability method (Berg, 2001). The following criteria were set to select the 
successful and motivated English language learners from the group of potential 
participants based on the survey and the language learning narrative. 
3.3.1.1 Demographic and Language Background 
In order to enhance the generalizability of the findings of the multiple-case 
study and the credibility of suggestions to improve English language learning in 
Hong Kong, the birthplace, the mother tongue, the language used at home and the 
abroad experience were first considered. 
- English majors who were born in Hong Kong, had not lived or studied abroad 
and used Cantonese (mother tongue) to communicate at home were considered. Thus, 
those students could reflect a similar language and ethnic background of the majority 
of local students. 
3.3.1.2 Examination Results 
The English language results in the public English examinations in HKAS and 
“ 
HKCE provided a measure of their English language proficiency level. As an A grade 
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indicates the students' English language proficiency level is the highest, English 
majors who obtained grade B or above in these two public examinations, showing a 
high level of English attainment, were considered eligible. 
3.3.1.3 Level of Motivation 
3.3.1.3.1 Survey. 
The potential participants' level of motivation to learn English was also a main 
criterion for selecting the participants. As defined by Gardner (1985a), one's 
motivation to learn a second language comprises of one's attitude to leam the 
language, motivational intensity or effort, and desire to leam the language. In an 
empirical study exploring L2 motivation carried by Gardner et al. (1997), motivation 
level was measured by a motivation index, which was computed by the score for 
three subscales, "motivational intensity", “desire to learn French" as well as "attitude 
toward learning French" in a survey, Attitude/Motivation Test Battery (AMTB). 
Therefore, during the selection process, a motivation index was also constructed as 
above based on the survey for the present study to measure the level of motivation. 
For the sake of convenience, the motivation index was computed by averaging 
the score of the three subscales. The maximum score was six; the higher the score, 
the higher was the level of motivation to leam English. The English majors who 
scored 5 (to the nearest integer) or above on the motivation index were considered 
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eligible for the focused case studies. 
3.3.1.3.2 Language learning narrative. 
A language learning narrative also served as a selection tool. It was understood 
that the motivation index might not be able to reflect one's motivation to learn in a 
comprehensive way through statistical methods. Thus, a language learning narrative 
complemented the index by providing information on the English majors' English 
learning experiences and motivation constructs. Those who reflected a high 
motivation and interest in English and English cultures and provided a detailed 
personal account of' their English learning experiences were deemed suitable 
participants. As semi-structured interviews were the main research tool, their 
willingness to share personal English learning experiences was also considered an 
essential quality for the participants in the focused case studies. 
. Following the criteria described above, five English majors were selected and 
invited to become the participants in the focused case studies. 
3.3.2 Profile of the Participants 
The five participants were given the following pseudonyms: Ella, Jess, Rita, 
Sally and Zoe. The following table summarizes their personal demographic and 
language background. 
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Table 1 Profile of the Participants 
Pseudonyms Ella Jess Rita Sally Zoe 
Age J 9 \9 \9 
Sex Female Female Female Female Female 
Birthplace Hong Kong Hong Kong Hong Kong Hong Kong Hong Kong 
Mother tongue Cantonese Cantonese Cantonese Cantonese Cantonese 
Language(s) Cantonese Cantonese Cantonese Cantonese Cantonese+ 
used at home Fujian 
Languages that Cantonese+ Cantonese+ Cantonese Cantonese+ Cantonese+ 




Languages that Cantonese Cantonese+ Cantonese Cantonese+ Cantonese+ 
father knows Putonghua+ Putonghua+ Fujian 
English English 
Number of years 17 17 15 14 16 
of learning 
English 
English grade in A A A B A 
HKCE exam 
English grade in B A B B B 
HKAS exam 
Medium of Cantonese Cantonese Cantonese English Cantonese 
instruction at 
primary school 
Medium of English English English English English 
instruction at 
secondary school 
Motivation Index 5.42 5.08 5 5.17 4.92 
(Scale: l=Strongly not motivated to 6=highly motivated) 
Self-rating of Good Good Fair Good Good 
overall English 
language ability -




Ella, aged 19, had been learning English for 17 years. Her mother tongue was 
Cantonese. At home, she used Cantonese as the language for daily communications 
with her family members. She used code-mixing, too. Sometimes she talked with her 
younger sister in English at home to practice her spoken skills. Her mother was a 
housewife who finished junior secondary school and could speak only simple 
English. 
Jess, aged 19，had been learning English for 17 years. She used Cantonese, her 
mother tongue, as well as code-mixing, to communicate at home. Her family loved 
watching English documentary TV programme together. Her parents' English 
proficiency was not good. Her father, a postman, could only speak simple English for 
work. 
Rita was 18 years old and had been learning English for 15 years. Cantonese 
.was her mother tongue, as well as the language of communication at home. 
Sometimes she used code-mixing with her elder sisters. Her parents were not 
well-educated and only finished primary education. Her father was an interior 
decorator and her mother was a housewife. They did not know English but 
encouraged her to do English homework at primary and junior secondary school. 
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Sally, aged 19, had been learning English for 14 years. Her mother tongue was 
Cantonese, which she used to communicate with family members at home. They 
used code mixing, too. Her mother studied till Secondary 5 and she knew some 
English. Her father finished matriculation level. He was an immigration officer and 
sometimes used English at work. She attended an English-medium primary school 
where she learned in English and interacted with NETs. 
Zoe was 18 years old and had been learning English for 16 years. Cantonese 
was her mother tongue and she spoke both Cantonese and another Chinese dialect, 
Fujianese, at home with her family members. She sometimes used code-mixing of 
English and Cantonese. She always talked with her elder sisters in English at home to 
improve their English proficiency. 
3.4 Data Collection Instruments 
. As a case study methodology can be strengthened by means of triangulation of 
data sources (Yin, 2003b), the present study collected data from multiple sources 
(semi-structured interviews, a survey and a language learning narrative) to strengthen 
the validity of the findings. The semi-structured interviews were the main source of 
data while the survey and the language learning narrative served as supplementary 
data to achieve triangulation of data. The multiple sources of data used in the present 
study are presented in Figure 1 below. 
6 5 
Figure 1 Triangulation of Data Sources 
Semi-structured Interviews 
/ Case Study \ 
Survey L ^ Language Learning Narrative 
3.4.1 Survey 
Though the present study adopted a largely qualitative multiple-case design in 
the first phase of the study, a survey was included to collect data and form a part of 
the data base for the case study (Merriam, 1988). It was used to gather data on the 
participants' language and education background, motivation variables during their 
secondary schooling (e.g. English usage, orientations, attitudes, anxiety of learning 
English), perceived level of English proficiency and so on. 
It served to help select participants and formed one of the data sources. The 
quantifiable measurement made the selection easier through computer software, 
based on the criteria set for their language backgrounds, examination results, 
motivation index, abroad experiences and so on. It could also provide motivation 
‘ constructs during secondary education through various defined motivation categories. 
The results from the survey also complemehted the data collected from other sources, 
the narratives and the semi-structured interviews. Also, when contradictions were 
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found among the various data sources, further analysis was carried out to arrive at a 
deeper understanding of the phenomenon. 
3.4.1.1 Construction of the Survey 
The questionnaire used in the study was adapted from two well-established 
motivational surveys, the Attitude/Motivation Test Battery (AMTB) constructed by 
Gardner (1985a, 1985b) and the survey used by Clement et al. (1994). 
The Attitude/Motivation Test Battery is a multicomponent motivation survey, 
which consists of more than 130 items, covering the key constituents of Gardner's 
the social-educational model (Gardner and Maclntyre, 1993a) and measurement of 
learners' language anxiety. It was developed to investigate the affective aspects of 
English Canadian students learning French as a second language. 
The AMTB was chosen to be adapted for the present study due to its high 
.reliability and validity. It has been proved to have good construct and predictive 
validity (Gardner and Maclntyre, 1993b). Also, it achieves a median internal 
consistency reliability coefficient (i.e. Cronbach alpha) of .85 (Gardner, 1985b), 
which is very high for the context of second language acquisition studies (Dornyei, 
2003). Due to its high reliability, validity and convenience to administer, it has been 
adapted in various L2 motivation studies worldwide in different contexts (e.g. Lett 
and O'Mara, 1990; Kraemer, 1993). It shows that it can be adapted to various 
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contexts, including EFL settings, to access learners' motivation to leam a language. 
In the present study, the subscale of "Desire to learn English" was taken from the 
AMTB and adapted for the Hong Kong context. The rest of the items in the 
questionnaire used in the present study were adapted from the survey used by 
Clement et al. (1994). 
The survey used by Clement et al. (1994) was applied to the foreign language 
context in Hungary. It tested the Hungarian students' attitude, anxiety and motivation 
towards learning English as a foreign language, their perception of classroom 
atmosphere and cohesion through 90 items. It was partly adapted from previous 
second language learning questionnaires for the foreign language context (e.g. the 
AMTB, Gardner, 1985a, 1985b; Dornyei, 1990) and partly developed particularly for 
their research questions. 
. It was chosen for the present study as it had been tailored to a foreign language 
learning context, which resembles to the English learning environment in Hong 
Kong where students typically lack contact with English in their daily life. Most of 
the items were adapted from the AMTB (Gardner, 1985a, 1985b) which were found 
to be reliable to access the affective factors of learning a second/foreign language. 
‘ For convenience's sake, most of the items used in the present study were adapted 
“ 
from it. The internal consistency reliability assessed by Cronbach alpha, ranged 
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from .50 to .86，with a mean coefficient of .73 (Clement and Baker, 2001). 
In the present study, subscales related to motivation, anxiety and attitude, 
including orientation, attitudes toward learning English, attitude toward the British, 
attitude toward the Americans, motivational Intensity, anxiety in class, English use 
anxiety and satisfaction, were adapted for the present study. Changes were made to 
tailor the application of the items for the local context. 
3.4.1.2 Design of the Survey 
The questionnaire used in the present study consisted of seven parts (Appendix 
A). The first part collected the personal information of the participants. Part Two 
elicited their English usage at secondary school. They were asked to indicate their 
use of English on a 5-point Likert-type scale, ranging from rarely use English to 
always use English for the nine questions asked about their English usage (a = .724). 
. In Part Three, a pool of orientations, attitudes, motivation and anxiety constructs 
were elicited through randomly arranged items. The English majors were asked to 
indicate their opinion toward the 48 statements on a 6-point Likert-type scale. The 
scales were fixed at one end by "strongly disagree" (1-point) and at the other end by 
"strongly agree，，(6-point), which meant that a high score represented a strong 
endorsement of the item. The scores of the negatively worded items were reversed 
> 
before the computation of the scale total score. The subscales measured in the 
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questionnaires are as follows: 
1. Orientation: 23 items were applied to access the students' reasons for learning 
English. It covered instrumental orientation (4 items; a = .70), knowledge 
orientation (4 items; a = .66), travel orientation (3 items; a = .62), friendship 
orientation (4 items, a = .76), socio-cultural orientation (4 items, a =78) and 
integrative orientation (4 items, a =.72). 
2. Attitude toward learning English: Two positively worded and two negatively 
worded statements assessed the participants' affective feeling toward learning 
English (a = .76). 
3. Attitude toward the native English-speaking people: Four items accessed how the 
participants felt toward the native English-speaking people, (a = .79). 
4. Motivational intensity: Two positively worded and two negatively worded 
statements evaluated the degree of effort put into learning English, (a = .76). 
5. Desire to leam English: Two positively worded and two negatively worded 
statements determined the participants' desire to learn English (a = .62). 
6. Anxiety in class: Four items were applied to access the degree of anxiety 
experienced by the participants in the English language lessons in secondary 
‘ school. A higher score represents a lower level of anxiety, (a = .79). 
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7. English use anxiety: Two positively worded and two negatively worded 
statements evaluated the extent of anxiety that the participants experienced in the 
context outside classroom. A higher score represents a lower level of anxiety, (a 
=.86 ) . 
In Part Four, the English majors were asked to evaluate their overall English 
proficiency, ranging from very poor English language ability to excellent English 
language ability. Also, they had to indicate their perceived ability to speak, 
understand (comprehend), write and read English, on four 5-point scale, (a = .84) 
In the fifth section, they had to indicate their level of satisfaction with their 
current English proficiency on a 5-point scale. In Part Six, they were prompted to 
indicate their desired English proficiency on a 5-point scale with "elementary" at one 
end and "advanced" at the other. In Part Seven, the participants was asked to reveal 
Jhe amount of effort that they would put into improving their English in the 
university on a 5-point scale with "a little" at one end and "a huge amount" at the 
other. 
3.4.2 Language Learning Narrative 
The English majors were required to write a narrative about their English 
learning experiences and motivation in a 300-word essay in a course in the English 
Department in the university. Guidelines for the assignment were as follows: 
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In a short paper (300-words), please describe how you learned English. What 
has motivated you to learn English? Who or what had the greatest impact on 
your learning of English? Do you think you are a motivated learner of English? 
Why or why not? Please give some examples or stories to illustrate your view. 
During the selection process, the narratives were analyzed to identify significant 
factors affecting their motivation and English learning. They acted as a 
supplementary to the survey data as stories and personal account of learning 
experiences cannot be retrieved from the statistical data. Furthermore, the narrative 
acted as a means to "corroborate and augment evidence from other sources" (Yin, 
2003b, p.87). It was used to help verify the data collected from the survey and the 
semi-structured interviews. For example, the participants' childhood English learning 
stories provided support and context for the information gathered from the interviews. 
Also, inferences were made from the narratives to help formulate person-specific 
interview questions concerning individual learning experiences and motivation. 
. 3.4,3 Semi-structured Interviews 
The present study employed semi-structured interviews, a common source in 
data in a case study research (Merriam, 1988). There were three one-to-one (the 
researcher and the participant) semi-structured interviews focusing on the 
participants' English usage and learning experiences at home, at school, in the 
“ community, outside Hong Kong, attitude of using English, motivation and orientation 
“ 
to leam English. Each interview centered on a specific education levels: primary, 
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secondary and tertiary (the first semester in Year One). The participants were asked 
to recall primary and secondary learning experience from memory. Interview 
protocols for primary, secondary and tertiary levels (Appendix B, C and D) were 
prepared before the interviews. The semi-structured interviews were tape-recorded 
and transcribed after the interviews. 
In the present study, the participants were prompted to recall past English 
language learning experiences at primary and secondary education through 
interviews. The semi-structured interviews involved some predetermined questions 
and topics (Berg, 2001). Though they were guided by an interview protocol, the 
wordings and order of questions were free to be modified by the researcher. At the 
same time, the researcher could respond to the comments made by the participants 
(Merriam, 1988, 1998). This format also allowed the participants to express 
„themselves from their own perspectives and permitted new insights and information 
to arise (Merriam, 1988). 
3,4.3.1 Design of Interview Protocols 
The interview protocols were set based on the three major formal English 
language learning levels in Hong Kong: primary, secondary and tertiary (for one 
‘ semester) levels. The division and the focus of the three interviews helped elicit the 
” 
development patterns of motivation to learn English. The division according to the 
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three formal English learning levels also facilitated the participants' memory recall. 
In each interview, the English language usage and learning experiences at home, 
school, community and overseas, attitudes, orientations, motivation at that time were 
elicited. Attention was paid to the significant factors or learning experiences affecting 
their motivation and learning. 
The interview questions were partly designed from the literature related to L2 
motivations, attitude, related target language use and second language acquisition. 
Interview questions were also tailored to the local learning situations to better 
determine motivation constructs relevant to this context. 
Also, some of the interview questions were designed for each particular 
participant to echo important issues raised in their narrative (e.g. their description of 
a particular teacher who influenced greatly on their views of English learning). 
-Particular questions were then added to the interview protocols to gain a further 
understanding of the significant issues raised in the narratives. 
As data analysis in a qualitative research is an ongoing process (Mertens, 2005), 
the interview questions were continually reviewed throughout the data collection 
process. During the interviews, the researcher, who was the interviewer as well, 
‘ asked follow-up questions on emergent issues and altered some interview questions 
•f 
which were found to be inappropriate. For example, additional questions were added 
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during the interviews for capturing the participants' experience in the participation of 
a particular extra-curricular activity which was regarded as significant by them. 
After each interview, the interview questions and audiotapes of the interviews 
were reviewed in order to capture emerging issues and eliminate inappropriate 
questions in subsequent interviews. 
3.4.4 Pilot Testing 
A pilot study was conducted with a group of 21 Year Two English majors in a 
university from July to August 2004. The group was selected as they had a similar 
background as the potential participants of the present study. They were successful 
English language learners who could provide information about their English 
learning experiences. As they were having their summer vacation, they had some free 
time and agreed to help in the pilot study. 
_ The questionnaire was distributed and collected. All the potential pilot 
participants were asked to comment on the questionnaires. Some changes were made 
based on their feedback. The printing format was modified so that it would be clearer. 
The timeframe for each section was made more evident. 
In addition, the field testing questionnaire included an open-ended question 
section which asked the respondents to answer two questions: "Do you think you are 
a successful English learner? Why or why not?" and "Would you describe yourself as 
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a motivated learner of English? Why or why not?". However, most of the 
respondents wrote a very short answer of only a few words. The questions failed to 
elicit useful information from most of the potential pilot participants. Therefore, in 
the present study, the open-ended questions were deleted in the survey. Instead, the 
questions were used in the prompt for the language learning narrative to elicit rich 
and descriptive data on English learning experiences in a more appropriate format. 
In the pilot study, five of the students were invited to be interviewed 
individually based on the criteria set described in section 3.3.1. The selection criteria 
set for the pilot study were applicable and useful. All the interviews were taped 
recorded and transcribed. For the interview protocols, no substantive changes were 
made but some modifications in the wordings and the order of the questions were 
made according to the opinions elicited from the pilot participants. 
. 3.5 Data Collection 
Data collection began in September 2004 and was completed by November 
2004. In the following sections, the data collection procedures are explained and 
discussed based on the data collection schedule. 
3.5.1 Survey 
• The questionnaire (Appendix A) was distributed to Year One English majors in 
two formal lectures of their major course during early September 2005, assisted by 
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the instructor concerned. The researcher gave the group of English majors a short 
introduction about the purpose and the data collection procedures of the present study, 
the significance of their participation and the issue of confidentiality and voluntary 
participation. A cover letter (Appendix E) was included to explain the issues and a 
consent form (Appendix F) were given to them for the consent to participate in the 
present study. They were assured that their participation and personal identifications 
were kept confidential and would not affect their performance and status in the 
course and in the university. Also, they were informed that their names and contact 
phone were kept for-communication purpose only and all were given a code number 
by the researcher. They were asked to raise any questions concerning the 
participation of the study before filling out the questionnaire. No one raised any 
questions. 
, In each session, the students took about 30 minutes to complete the 
questionnaire. The respondents were allowed to raise any questions about the 
questionnaires. The researcher administrated the whole questionnaire session till all 
completed the questionnaire. Seventy questionnaires were distributed and returned. 
Sixty-two out of 70 agreed to participate in the present study; that is, to have their 
• survey and narratives analyzed by the researcher. 
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3.5.2 Language Learning Narrative 
During the same sessions in which the questionnaire was administered, the topic 
of the narrative was given to them as course assignment, as well as the research 
material. They were asked to write about the topic at home and share their English 
learning experience stories instead of taking it as a research tool. The participants 
were asked to hand in their narratives to their professor and teaching assistants by 
mid-September 2004. All the narratives written were collected by mid-September 
2004. 
After collecting the surveys and narratives, five participants were selected based 
on the criteria set. They each received a telephone call before each interview to 
arrange a time period which was convenient so that they were fresh and had energy 
to respond to the interview questions. 
. 3.5.3 Semi-structured Interviews 
The three semi-structured interviews took place from late September 2005 to 
late November 2005. The first series of interviews, which focused on primary level 
English learning, were held at the end of September 2004. The interviews about 
secondary English learning were conducted in October 2004 and the last series about 
‘ tertiary English learning experience was carried out during November 2004. The last 
interviews on tertiary English learning were scheduled for late November so that the 
7 8 
students could have a full semester's experience on the English learning after 
entering the university. 
The interviews took place in the office of the researcher, which was comfortable 
and private. Some drinks and snacks were provided so as to give the participants a 
relaxing atmosphere to talk and share their English learning stories. At the beginning 
of each interview, the participants were assured once again that their personal 
identity would not be disclosed. 
The interviews were conducted in Cantonese for the ease of expressing personal 
feelings and experiences. The interview protocols in English were placed on the desk 
for their reference. Each interview lasted for one to two hours (see Table 2 below). 
The interviews were all audio-taped. 
Table 2 Length of Interviews (in Minutes) 
Interviews/Pseudonyms Ella Jess Rita Sally Zoe 
Primary Level 70 mins 72 mins 70 mins 55 mins 63 mins 
Secondary Level 114 mins 117 mins 120 mins 118 mins 124 mins 
Tertiary Level 98 mins 100 mins 103 mins 101 mins 99 mins 
3.6 Data Analysis 
The data processing and analysis were conducted on an on-going basis as one 
“ type of data served as a basis of data collection and analysis of another. The 
questionnaires and narratives returned by the participants were analyzed and helped 
the review of the interview questions. 
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3.6.1 Survey 
The survey data collected from all potential participants was processed by a 
computer programme, SPSS for Windows. Descriptive analyses, including means, 
standard deviation, maximum and minimum level for all items were computed. 
Totals and mean score for each of the subscales and the motivation index were 
computed. 
3.6.2 Language Learning Narrative 
The narratives collected were analyzed to assist with selection of participants 
for the focused case studies. They also helped to formulate interview questions and 
served as one of the data sources of the present study. 
The 62 narratives of the potential participants were read to assist the selection of 
participants. Attention was paid to the level and construction of motivation as well as 
.their interest in English and cultures. Those who provided detailed and interesting 
experiences related to English learning motivation were short-listed. 
After the selection process, the narratives of the five participants were read 
thoroughly to help form tailored interview questions. When encountering some 
interesting or unclear issues, relevant interview questions were formed. 
•‘ 
When reading and analyzing the narratives, a number of prominent themes 
emerged and they were coded and marked in the margin of the texts. Attention was 
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paid to the significant factors or experiences and influential roles of any person on 
the participant's motivation to learn English, English usage, interest in English, 
attitudes and so on. Meanwhile, particular effort was made to detect previouslly 
unknown categories which were related to the motivation constructs in order to 
uncover new aspects. 
After coding all the narratives, the themes were reviewed and major topics 
were developed. Recurrent and emerging themes on L2 motivation were emphasized 
so that the motivation construct and development could be revealed in depth. 
‘ 3.6.3 Semi-structured Interviews 
The semi-structured interviews were the major source of data and a basis for 
modifying the next interview protocols. The audio-tapes of a series of interviews 
were reviewed during the data collection period to help revise the interview 
.questions for the next interviews. The review aimed to eliminate inappropriate 
questions, modify unclear wordings or organizations and add new questions for 
emergent issues. 
After the data collection, the interviews were translated and word processed. 
The transcripts of each participant were read as a whole. A number of preliminary 
“ ideas of themes were identified, coded and marked against the texts of the transcripts 
of each participant. Significant factors, experiences and persons which/who had 
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affected the participants' motivation to learn English, English usage, attitudes and so 
on were identified and coded. Particular attention was paid to previously unknown 
categories which were related to the motivation constructs and they were coded as 
well. A preliminary coding scheme was developed. 
The interviews of all participants were read and coded one by one. The 
categories of coding schemes were revised from time to time to integrate existing 
categories, add new categories and eliminate unnecessary ones. The categories were 
then reviewed as a whole and formed major topics with sub-topics. 
With the finalized coding scheme, the analysis of all interview transcripts as 
well as the narratives was reviewed and finalized. Within each case, an analysis was 
conducted to explore the development pattern of motivation at primary, secondary 
and tertiary levels for each participant. Then, cross-case analysis was carried out. The 
.findings derived from each individual case were compared with other cases to see 
whether a similar or contrasting pattern was concluded. The findings were also 
related to relevant literature. 
3.6.4 Triangulation of Data 
The triangulation of data helps corroborate the same fact from more than one 
‘ single source or types of evidence. Thus, with more evidences to support findings, 
the conclusion is then more convincing and accurate (Yin, 2003b). 
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The use of multiple sources of data was adopted to validate the information 
elicited from different sources in the present study, including statistical data from the 
survey and textual data from the narrative and interviews. During data analysis, 
similar findings from different types of data were gathered together and analyzed so 
that different types of data could support others to arrive to a reliable findings and 
analysis. 
3.7 The Researcher's Role 
In qualitative research, the role of the researcher must be asserted clearly in 
order to minimize the possible bias during the process of data collection and analysis 
(Merriam, 1998). As a researcher and as a graduate of English studies, the researcher 
might bring biases to the study, for example, stereotyped concepts toward English 
majors' motivation construct (e.g. job-related motives, personal interest, positive 
„learning experiences etc). Furthermore, during the research period, the researcher 
was a teaching assistant in the English department. In order to elicit original 
information without being censored by the participants, the researcher explained to 
them that participation in this research would not affect their assessment in courses in 
the department and their status in the university so that they could provide 
‘ information with minimal level of manipulation. 
During the data collection and analysis process, the researcher understood that 
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certain perceptions might affect interpretation of data but effort was made to stay 
open to the participants' views and explore the guiding questions from their emic 
perspective. 
3.8 Ethics 
The present study was conducted in the university and the participants were the 
tertiary students in the institution. The approval for conducting the present study was 
granted by the Survey and Behavioural Research Ethics Committee in order to meet 
the code of the research practice set by the university. 
The researcher gave a short introduction to the English majors to explain the 
study design before the data collection. Voluntary participant was emphasized. Only 
those students who signed a consent form to show their willingness to participate in 
the present study had their survey and narrative analyzed. Also, they were informed 
„that their personal information were kept strict confidential. The respondents were 
given a code number and their identity would not be disclosed. The participants were 
all given pseudonyms. 
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3.9 Validity and Reliability 
3.9.1 Internal Validity 
Internal validity is concerned with "how one's findings match reality" (Merriam, 
1988, p. 166) or, if the findings can reflect the reality (Merriam, 1988). Therefore, to 
ensure internal validity in the present study, triangulation of data was adopted to 
confirm emerging findings and conclusions (Merriam, 1988). 
3.9.2 External Validity 
External validity refers to the extent to which the findings of one study can be 
applied to another situation or another case. It deals with the generalizability of the 
research finding. It is difficult for a single case to generalize the findings to all (Yin, 
2003b). Hence, a multiple-case study design can solve the problem of external 
validity by conducting cross-case analysis. Also, a rich and thick description of the 
_ multiple-case study can enable others to regard the description of the case as the 
basis of the own situation (Merriam, 1988). 
3.9.3 Reliability 
Reliability is concerned with the extent to which the finding of a case study can 
be replicated (Merriam, 1988). It aims to minimize the errors and biases in a case 
‘ study (Yin, 2003b). To solve the problem, the methodology of conducting the present 




This chapter described the methodology employed in the present study. A 
largely qualitative multiple-case study with a retrospective longitudinal nature was 
adopted to explore the developments of motivation constructs of successful English 
language learners over time in Hong Kong. The application of the qualitative 
research design was based on the aim of investigating the motivation constructs, 
which was exploratory in nature. A qualitative multiple-case study was an 
appropriate method - to explore how and why motivation constructs developed 
throughout different stages of formal education. Moreover, a multiple-case design 
helped expand the generalizability of the research findings. 
The chapter also explained the participant selection process, data collection 
„procedures and data analysis. In the first phase of the present study, a group of 62 
Year One English majors completed a survey and wrote a narrative to describe their 
English learning experiences and motivation to learn English. Then, based on the 
potential participant's demographic and language background, English examination 
results, level of motivation and interest in English, five participants were selected to 
join the next phase, the focused case studies. Three semi-structured interviews were 
conducted and audio-taped; the participants were prompted to recall the English 
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learning experiences about their motivation to leam and English usage at primary 
and secondary levels and share their present English learning stories about 
motivation in the first semester of their university life. Moreover, the data analysis 
was an on-going process. The survey and the narrative helped to form interview 
questions. After each interview, the interview protocols were revised for adding new 
themes and eliminating inappropriate questions. Furthermore, descriptive analysis of 
the survey was carried out and the interviews were translated and word-processed. 
The narrative and interview transcripts were then coded for recurrent issues and 
emergent themes. Within-case and cross-case studies were conducted. Triangulation 
of data sources was carried out throughout the data analysis process to explore the 
development of motivation constructs over time. A pilot-testing was also carried out 
to verify the usefulness of the instruments, the participant selection process and data 
,collection procedures. 
The chapter also discussed the measures to safeguard the validity and reliability 
of this qualitative multiple-case study. Triangulation of data was employed to ensure 
internal validity. Cross-case analysis was conducted and rich description was given 
to strengthen external validity. This chapter also provided a detailed data collection 
‘ and analysis procedure to help enhance reliability. 
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CHAPTER 4 FINDINGS AND ANALYSIS 
4.1 Introduction 
In this chapter, the five participants' perceived level of motivation and the 
contextual factors affecting the motivation constructs are discussed according to the 
three key stages of formal education: primary, secondary and tertiary levels. For each 
stage, information gathered from an interview, a survey and a language learning 
narrative focusing on the relative period of formal education. The five cases were 
integrated and discussed as a whole to better understand the general pattern of 
motivation constructs among them. 
4.2 Primary Level 
The data relevant to this section was taken from the first interview, which 
focused on the participants' recall of their English learning experiences related to 
.motivation at primary education level, as well as their language learning narrative. 
The analysis of motivation constructs and patterns at the primary level of formal 
education revealed several themes identified from the five cases. 
In the following section, the perceived level of motivation, reasons for learning 
English and the contextual factors shaping their motivation are discussed. 
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4.2.1 Perceived Level of Motivation and Reasons for Learning English 
At the time of the present study, the five participants provided insight into their 
level of motivation towards English learning when they were in primary school, 
revealing different levels of perceived motivation at this early stage of formal 
education. Ella and Rita revealed a high level of motivation while the others, Zoe, 
Jess and Sally, did not find themselves very motivated to learn English. 
Ella regarded herself as a highly motivated English learner because she looked 
for chances to learn English and was willing to do English exercises. She even asked 
her mother to buy her English exercise books. She not only finished the 
supplementary exercises but also tried to find out the reasons for the mistakes she 
made. She was eager to get the subject prize for English language too. It was not 
surprising to know that Ella's motivation was largely instrumental (Gardner, 1985a) 
.(section 2.2.2.2) or governed by extrinsic external regulation (Deci et al., 1991) 
(section 2.4.2) as she mainly learned English from exercise books and only wanted to 
study the subject knowledge of English, i.e. English grammar, for passing 
examinations. Though she sometimes spoke with her younger sister in English at 
home, she did so for the academic purpose of improving her spoken skills as required 
by her teachers and parents. Ella's learning was largely focused on academic success. 
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Rita also explained why she saw herself as a motivated English learner. "I was 
very hard-working. I could satisfy everyone's requirement. I could handle the 
school's assignment and rank top in the class". Her view on English learning was 
largely influenced by her parents as they required her to finish a lot of supplementary 
English exercises to get a better result in addition to the assignment given by her 
teachers. She mentioned that her parents did not realize that watching English TV 
programmes could help improve English learning. Hence, doing exercises for 
examinations was the main aim of her English learning at primary school. As a result, 
like Ella, Rita was-primarily instrumentally motivated to leam English (Gardner, 
1985a) (section 2.2.2.2). 
Both of these participants concluded that they were motivated English learners 
because of their ability to finish their English assignments as well as their success on 
• examination. It implied that the fulfillment of academic and examination needs was 
the primary source of motivation for the two of them. Their cases showed that 
instrumental motivation, which stresses the pragmatic and practical aspects of 
language learning (e.g. doing well in examinations), could have a positive and 
influential effect on learners' motivation. These participants' views matched the 
findings of a study done by Gardner and Lambert (1972) in an EFL setting in which 
the learners who had an instrumental motivation were successful (section 2.3.1). The 
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findings related to Ella and Rita were also in line with the theoretical framework 
proposed by Dornyei (1990，1994) (section 2.3.2, 2.3.4) which portrayed the 
instrumental aspect of motivation as one of the effective forces to motivate students 
to learn English in an EFL context. In Hong Kong, where the English environment 
involves more foreign language learning features (Lai, 1999)，academic success in 
the English language is stressed and valued in most of the schools and families as 
reflected in Ella's and Rita's cases. Thus, it was understandable that the instrumental 
motivation played a major role in affecting one's motivation to leam English. 
It is interesting to note that at the time of the present study, some of the other 
participants viewed their level of motivation at primary level more negatively. For 
example, though Zoe and Jess also made an effort to prepare for their English 
examinations, they commented that their level of motivation was just "average". 
„ They did not consider themselves to be motivated or self-motivated English learners. 
Zoe explained that she only "wanted to get higher marks in English examinations". 
She admitted that she just simply "did revision on the things covered in the quizzes" 
and she seldom spoke in English. "I didn't speak English even there were chances for 
me to speak. My teacher asked me to discuss with classmates in English but I didn't 
do so". She went to a Chinese-medium primary school and it was quite demanding 
and stressed academic achievement in English. For example, Zoe had to study the 
9 1 
textbook for Primary six when she was in Primary five. In addition, her teacher set 
up a system to give awards to high-achievers in the weekly quizzes. Consequently, 
she directed her effort on learning English to examinations and quizzes instead of the 
interactive use of the language (e.g. discussions with classmates). Her instrumental 
motivation, or the extrinsic external regulation was shaped by the context she found 
herself in. 
Likewise, Jess found that she "just took English for examinations" and "didn't 
really want to leam the language". She wanted to get a good result in examinations; 
together with the pressure imposed by her parents and teachers, she worked very 
hard on preparing for the English examinations. She only practiced spoken English 
and writing for this purpose. Clearly, instrumental motivation became the major 
source of Jess's learning of English. 
^ At this early stage, the source of motivation for the four participants was of an 
instrumental nature or driven by the extrinsic external regulation (Deci et al., 1991) 
(section 2.4.2). Interestingly, they expressed different opinions about it at the present 
time of the study. Rita and Ella recognized the importance of instrumental motivation 
while Jess and Zoe were not satisfied with it and concluded that they were not 
motivated English learners at primary level. Their views implied that, for some, the 
sole drive to do well on examinations, i.e. instrumental motivation (Gardner, 1985a) 
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(section 2.2.2.2)，might not be sufficient to be classified as a "motivated" learner of 
English. 
All participants learned English as it was a requirement set by the education 
system. Since it was compulsory in primary schools in Hong Kong, it was 
understandable that young pupils learned as they were instructed and required. All of 
them viewed English as a subject taught in school and not part of their life outside 
the classroom because English seldom played social or cultural functions among the 
majority of Cantonese-speaking people in Hong Kong (Evans, 2000). In this local 
EFL setting, integrative motivation was not found to be influential but instrumental 
motivation played a primary role in affecting one's motivation, similar to the findings 
in Gardner and Lambert's (1972) EFL study (section 2.3.1). Furthermore, based on 
the self-determination approach (Deci et al.，1991), this instrumental reason to leam 
„ English could be classified as extrinsic, being driven by external regulation. 
An interesting finding was that Sally was the only one at this stage who learned 
English not only to fulfill the requirement of the education system, but also out of 
interest. "The main reason (to leam English) was that I was required to leam. But I 
also wanted to learn because I was interested in it". Like other participants, Sally had 
a primarily extrinsic, instrumental motivation for l eming English. She put an effort 
into preparing examinations on English language and worked on some exercises and 
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worksheets assigned by the school. She reported that she used English at home for 
academic purposes only though she also spoke English with Native English-speaking 
Teachers (NETs) due to her interest in English. As seen from her attitude towards 
examinations, her English learning, to a certain extent, was largely driven by 
instrumental motivation. 
Nonetheless, she learned English for her interest, too. She studied in an 
English-medium primary school and developed her interest in English in an English 
story class taught by a NET at school. The class size, of 20 students, was smaller 
than formal English classes and they responded to the teacher in an interactive and 
leisurely way. She listened to the English language of her NET and classmates and 
found that English "sounded nice" and was “fresh and special". She loved speaking 
in English with the NET both inside and outside of class and foreigners when she 
„ traveled to some European countries. Her exposure to English was not only limited 
to her formal lessons in English, which were occupied by teacher talk and relied 
heavy on textbooks, but also lively interactions with the NET inside and outside 
classroom, classmates on some interesting stories and traveling to non-Chinese 
speaking places. This greater exposure to English in informal settings helped Sally 
develop an interest in the language, which drove her to speak and leam more. Sally's 
“ 
case showed the significance of informal exposure to English in developing her 
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interest in the language. Accordingly, both intrinsic and extrinsic, instrumental 
motivation co-existed at this early stage, similar to the finding of Lai's (2000) study 
in which her participant showed a mixture of instrumental and intrinsic motivation, 
too (see section 2.8.2.3). This also echoed the self-determination theory proposed by 
Deci et al. (1991), which suggested that intrinsic and extrinsic motivation were not 
rivals. Extrinsic motivation might lead to the growth of intrinsic motivation, 
depending on external forces and their degree of self-determination (Deci et al.，1991; 
Dornyei, 1994) (section 2.4.2). 
- 4,2.2 Contextual Factors 
4.2.2.1 Influence of Teachers 
Zoe and Sally were greatly influenced by their English teachers who 
successfully motivated them to learn English in their primary English lessons. 
_ When Zoe was sharing her English learning experience at the primary level, she 
kept mentioning her English teacher, a female local Chinese, who taught her at 
Primary 5 and 6. Zoe's teacher left her a deep impression; even now, after so many 
years, she could clearly recall her style of teaching. She said that she was a "devoted 
teacher" who showed “passion in teaching". The teacher set quizzes and an award 
‘ system to motivate students to learn. Most importantly, she indicated that the teacher 
would give them explanations of grammatical items while the other English teachers 
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she met in lower forms did not do so and expected them to memorize and leam in 
mechanical ways. Compared with other English teachers, her teacher made more of 
an effort to teach them. The teacher's clear and effective learning task presentation 
could enhance her level of motivation, as suggested by Dornyei (1994) (section 
2.3.4). She was highly motivated by the teacher's explanation as well as the prize she 
gave. It suggested that encouragement for good performance and clear explanations 
of the subject matter, instead of rote learning by recitation, could motivate primary 
students to learn. 
Furthermore, Zoe developed an urge to learn English through the class activities 
organized by the teacher: 
It was her [Zoe ’s primary English language teacher] who made us to have an 
urge to learn English. She had a passion in teaching. She was not rigid in her 
teaching style. In the class, she prepared a large piece of notes with pictures and 
attached to the blackboard. There were some blanks and she asked us to fill out 
the answers. All might have a chance to go out and play. (Zoe, Interview) 
The teacher's lively and interactive teaching style encouraged her to leam 
English and provided her with chances to participate in English learning activities. 
Through the activities, Zoe used English and became more interested in learning the 
language. Involvement in class activities might make students more interested in the 
“ English lessons and thus raise their motivation to learn English. 
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Moreover, Zoe's teacher provided her with chances to speak English in class: 
...she [Zoe 's primary English language teacher] talked with us in English ...She 
was devoted. As you know, we didn 't speak much in English lessons. She tried to 
make us speak. She would go near us and joined our conversation. ...She would 
ask us what we were talking about. Then we would reply her. (Zoe, Interview) 
The teacher encouraged her to speak by joining students' conversation. The 
chance of speaking English was valuable as revealed by Zoe. She went to a 
Chinese-medium school, seldom spoke English in English lessons, and just spoke a 
bit in a weekly English reading class taught by this teacher. Hence, she valued the 
chance of speaking in English lessons and the reading class. In fact, it might also be 
true for other local-primary students. In Hong Kong, most of the daily intra-ethnic 
communication is conducted in Cantonese and the majority of local primary students 
go to Chinese-medium schools. The opportunity to speak English is highly likely to 
be confined to their English classrooms; however, the lessons are sometimes 
一 occupied by teacher talk and students do not speak very much (Quality Assurance 
Division, Education and Manpower Bureau, 2005). Thus, any opportunity to speak 
English that is created by their English language teachers is very important to local 
primary students. 
Besides providing chances for the students to use English, Sally's teacher, a 
* • 
NET, made speaking English more comfortable.. As mentioned in the previous 
“ 
section, this teacher taught her in a story class which required the students to speak in 
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the language. This was very motivating for Sally who commented that she "hoped to 
talk more with the native-English teacher (NET)" as the NET provided her with 
"natural" chances to speak English: 
They (the NETs) made speaking English in the lesson natural as they didn't 
know Chinese. But with other local teachers, I found it strange to speak with 
them in English. The NETs made speaking English natural as it was strange to 
speak with local Chinese in English. (Sally, Interview) 
Sally pointed out that she felt strange speaking in English with local English 
teachers in class. "I am a Chinese and why I have to speak English? You can 
understand Chinese too”. Influenced by her father's negative opinion about two local 
Chinese speaking in English in a non-academic situation, she regarded it as a kind of 
showing off, too. Similar to Gardner's (1968) (section 2.2.2.4) proposal that parents 
played a major in affecting their children's language attitude development at an early 
age, in Sally's case, her father influenced her development of attitudes of speaking in 
„ English with local Chinese. Yet, she felt it was "okay" to speak English with local 
English teachers in classroom settings. Hence, she only used the language with them 
inside class and some required situations outside class. 
She found speaking with the NETs was "good" and she "liked" it as it was 
necessary for her to speak in English to communicate with them. She was eager to 
speak to the NETs and did not feel embarrassed when she made any mistakes. She 
talked to them both inside and outside class situations and they sometimes talked 
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about some leisure things only. Thus, the availability of NETs facilitated her 
speaking of English. With a greater use of English, she found that her interest in 
English has been raised. 
Sally's attitudes towards speaking in English with local Chinese and native 
English-speakers were not uncommon. Ella, another participant, also held the same 
view as Sally. Both found that speaking with local Chinese in English was "strange" 
but speaking with native English speakers was "good". As English was seldom used 
among Hongkongers for daily household communication but perceived as a language 
for business and academic success (Evans, 2000), people might find it strange to see 
local Chinese speaking in English. Some might even conclude that they were 
showing off or too "proud" to speak a language of superiority. There was a social 
norm against the speaking English among local Chinese in settings not required 
„ (Richards, 1998). In order to avoid this negative image of speaking in English with 
local Chinese, Ella and Sally wanted to speak in English with native 
English-speakers. Sally's case suggested that the NETs at school could facilitate 
students to speak in English, reducing the “strangeness，，and the pressure of being 
thought of as showing off. 
9 9 
4.2.2.2 Achievement 
Zoe, Rita and Jess found that achievement was one of the factors that motivated 
them to learn English at this level. In particular, the participants regarded praise from 
teachers and parents and academic results as motivating factors. 
4.2.2.2.1 Praise from teachers and parents. 
Zoe regarded praise from her teachers and parents about a piece of English 
writing as an achievement, especially when the teacher read it aloud in the English 
lesson. She recalled a particular incident in her narrative: 
I remembered once in my primary school life, my little piece of English 
composition was read aloud in class by my teacher as she thought that it was 
excellently written comparing with my classmates. I could never imagine that 
such a little piece of work could give me praise from parents and recognition 
from teachers. This was a great encouragement to the eight-year-old me. (Zoe, 
Narrative) 
The reading of her writing in front of the classmate brought her a great sense of 
—pride and encouraged her to write well. When she recalled this event again in the 
interview, she regarded it as her "honour". To English learners at primary school, the 
recognition and praise of their work and competence, which could be termed as 
informational feedback (Dornyei, 1994) (section 2.3.4)，was very important and 
motivating. Since then, she "started to explore knowledge about languages so that 
[she] could share with her thoughts and opinions clearly" (Zoe, Narrative). She also 
paid particular attention in writing class and sought advice from her English teachers, 
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to enhance her writing style. As seen from Zoe's case, praise from authority figures 
can be a kind of recognition for a student's effort and this can motivate them to leam 
and improve. 
4.2.2.2.2 Academic performance. 
In addition to praise from teachers and parents, Zoe, Rita and Jess obtained a 
sense of achievement and satisfaction by getting top results in English examinations 
and the prize given for outstanding performance. 
As mentioned previously, Zoe had to do weekly English quizzes during Primary 
5 and 6. She always received a prize for her constant excellent performances. Her 
drive to get high marks in quizzes maintained her motivation to leam English: 
I had to do well in every quiz because the system counted the marks in a 
cumulative way ... When you got full marks in English quizzes, you could sign 
the board. We counted the number of signatures every month and we knew how 
many "full mark" we got. Then we could go to the teacher and claim our prize. 
To a certain extent, I got the satisfaction when I saw my name there. It was 
‘ because other classmates would know my achievement. (Zoe, Interview) 
She wanted to do well in the English quizzes so that she could sign the board 
and receive a prize. As the award system was cumulative, a full mark in the quizzes 
represented a small achievement. Students had to consistently perform well so that 
they could claim a prize, the ultimate goal. The system made her value each tiny 
achievement as she felt satisfied and proud of being known to be successful in 
quizzes. In this way, her motivation was maintained by these instrumental goals. 
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Zoe's case illustrated that achievement could give learners a sense of satisfaction and 
keep them motivated to learn. 
Similar to Zoe's case, Rita also felt happy with her academic success. She 
indicated that achievement was the main factor initiating her motivation to leam at 
this stage. "In Primary 1，I ranked the first in the class. I was very happy and got a 
prize. I realized that it was very happy to be the first in the class so in primary school, 
I worked very hard". She wanted to get high marks in English and receive the subject 
prize too. Academic accomplishment brought her happiness, which in turn motivated 
her to put more effort into learning English so that she could enjoy the happiness 
again. 
Besides gaining satisfaction and happiness from academic success, Jess found 
that achievement would bring her a glow of pride: 
I ranked the first in class. So, you thought that you could attain that level and 
you didn't want to lose it. So I wanted to get to that level ...Ifelt the pride in 
being given a prize on the stage. (Jess, Interview) 
Jess enjoyed the feeling of doing well so she kept working hard to improve her 
English. She faced a lot of pressure from examinations and so academic 
accomplishment was the ultimate goal for her English at this stage. 
“ 4.2.2.2.3 A reciprocal relationship. 
Academic achievement brought these participants satisfaction, happiness and 
pride. Thus, they put more of an effort into learning and were more motivated so that 
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they could get high marks and academic prizes. 
Accordingly, these participants described the relationship between motivation 
and achievement as "positive" (Jess), being "interactive" (Zoe), like a "cycle" (Rita). 
It implied that they regarded it as a source of motivation, too. The cases 
demonstrated that it could maintain and raise the students' level of motivation. The 
finding confirmed the reciprocal nature between achievement and motivation as 
suggested by Lai (2000) (section 2.8.2.3.1) and Gardner (1985a) (section 2.2.2.1). In 
Hong Kong, as English learning was largely relied on academic performance in 
formal primary schooling and families, academic success and praise from teachers 
and parents were stressed. The achievement could be also seen as the carrot which 
persuaded language learners to learn. 
4.2.2.3 Examination Pressure 
. As seen from the above section, academic success was the guiding force of 
English learning. Zoe, Rita and Jess wanted to do well in the quizzes and 
examination. They kept mentioning that they had to "do well in every quiz" (Zoe), 
"wanted to get a higher mark, better result" (Rita) and "wanted to get a good result" 
(Jess). It implied that an examination was a strong force related to academic success 
‘ pushing them to learn English. 
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Jess was one of the participants who was greatly influenced by the examination 
system. At the primary level, the main drive for Jess to leam English and work hard 
was the pressure from examinations. She focused on preparing for them as the marks 
were doubly weighted. Most importantly, her teachers and parents kept mentioning 
and pressuring her to do well in examinations. As a result, she put a lot of effort into 
preparing for them. She just wrote in English for examinations and "took more time 
to do exercises and practiced oral English". She asked her parents to help her practice 
some oral conversations with her: 
...in primary school, we had an examination on oral English. We found that 
difficult ... outside school, we did not use speaking skill. I would ask my parents 
to practice oral English with me ... the purpose of practicing English was for 
examination only. (Jess, Interview) 
She admitted that her learning of English was for examinations only. It gave her 
severe pressure: 
At that time I got a lot of pressure. I did quite well at school. In PI-3, I didn 't 
study much and I was ranked the first in class. But later, I would have done 
worse if I had not studied well So I always studied ... sometimes I did poor in 
examination and I got some pressure. The pressure was from the examination 
but not from English, the language. (Jess, Interview) 
She told the researcher explicitly that her pressure came from the examination 
system but not the problem of learning English. She was afraid that she would not do 
well in examinations. 
It was very common for local primary students to view examinations as the 
main reason to put an effort into English learning. The desire to do well in 
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examinations, termed by Dornyei (1990) (section 2.3.2) as the need for achievement, 
was found to be a significant force for language learners in an EFL setting. As seen 
from Jess's reflection, the present finding showed that the need for achievement also 
played an important role in Hong Kong. It was due to the fact that English learning in 
Hong Kong at the primary level was largely exam-oriented. Students had to sit for 
several examinations and quizzes on English language in each academic term. 
Moreover, examinations were the only means of assessing the English language 
proficiency of primary students for most primary schools. 
4,2.2.4 Extra-curricular Activities 
All five participants joined extra-curricular activities in English at this early 
stage; however, it does not seem that they had much of an impact on their motivation 
to leam English. 
_ Jess and Ella joined English poem recital competitions led by local English 
teachers. However, Jess was only interested in the recital training but not the English 
language. Ella said that she just learned a poem. Rita participated in an English choir 
and Sally joined the English reading scheme. Ella also went to the library to read 
English books and sang English songs in the community center. These participants 
indicated that they "learned some vocabulary" (Ella) and "wrote better" (Sally). 
These activities (e.g. poem recital, reading scheme, singing of songs), however, did 
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not provide the participants chances to interact with others in English and the local 
English teachers used Cantonese to communicate with them. They could only leam 
vocabulary and writing in a passive way. At this early stage, the participants were not 
able to appreciate the English language and develop an interest in it through poem 
recitals or singing songs. These activities did not seem to be effective enough to help 
students leam English. Activities of a more interactive nature might have encouraged 
them to practice speaking in English, such as the weekly English reading interest 
class that Zoe had joined. 
In the interest class, Zoe and her classmates were given the opening of a story 
and encouraged to develop it further and an ending. They had to write and read the 
sentences aloud too. Hence, Zoe found that the activity could build up her confidence 
in speaking in English. In addition, she was provided with valuable chances to speak 
. i n the language: 
When we had to speak English, we had to make the sentence in our mind first. 
So it was slow and we could not chat in English in this way. But at that time, we 
were forced to chat and speak faster. So we could practice. (Zoe, Interview) 
Zoe recognized the value of speaking in English for primary students. They 
were not able to speak in English promptly when ideas arose. It took time for them to 
think and form English sentences. Thus, the opportunity to speak in English was very 
important for them to practice speaking fluently. 
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4.2.2.5 Parental Influence 
Four participants, Jess, Zoe, Rita and Ella stressed that their parents had 
influenced their English learning. From their sharing, it was found that parents were 
the source of pressure and punishment. They also played the role of a teacher, a 
fellow language learner and served as a role model of English learning. 
4.1.2.5.1 Source of pressure. 
Rita and Jess shared their experience of being forced to leam English by their 
parents. The main source of Rita's motivation to learn English came from her parents, 
mainly her mother. Her parents were not well educated and had only finished their 
primary education. They did not know English well and just understood a very 
limited number of English words. Her mother was a housewife and her father was an 
interior decorator. They always wanted her to work hard and leam English well. 
,They were anxious about her schoolwork and supplied her with a lot of 
supplementary English exercises: 
They (Rita's parents) bought me English exercises books, many grammar 
exercise books. But I didn ’t listen to or speak English. As I was just a primary 
pupil, I didn ’t know the way to watch English channels to listen to English ... So 
the main source of learning English was doing those exercises. If I had not done 
the exercises, I would have been scolded ... When my mother saw a teacher 
, holding an English exercise book, she then rushed to buy it. I did it everyday. 
When I finished the exercises, I then had to recite the verb tense lists, 
'go-went-gone(Rita, Interview) ., 
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Rita was forced to finish the English exercises assigned by her parents as she 
was frightened of them. She felt that learning was "hard and difficult". Her parents 
did not explain to her why she had to a lot of exercises. They gave her pressure to 
achieve well without telling her the reason. When she was a bit older, she asked her 
mother about it. Her mother told her that "studying could make life easier", so they 
forced her to study well, particularly the English language. It was understandable 
why Rita's parents gave her such a heavy workload. As Hong Kong has now changed 
to an international service-based economy, proficient English is perceived as crucial 
in getting a job or studying. For working class families, like Rita's family, they 
believe that English can help them aspire to move up the social ladder (Li, 1999). 
Rita's parents shared this view, too. In addition, due to their limited knowledge of 
English and appropriate learning approaches, they could only ask her to do English 
„ exercises as a sole means of learning English. Hence, they encouraged her to leam 
tensely. 
Jess also experienced pressure from her parents' expectations. "They said the 
same thing that I was able to do that (learning English well) and why I didn't pay 
effort to do that". Her parents thought that she had the ability to achieve well and 
they then hoped Jess could do better and keep doing well. At this age, she thought 
that her parents' expectation motivated her to learn. "If they (Jess's parents) had not 
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pushed me, I would not have done that well". Her parents' expectation constituted a 
strong pressure on her. She commented that they "pushed" her to leam. Hong Kong 
parents stressed the importance of academic achievement due to the examination 
system even at an early stage of formal education (McBride-Chang and Chang, 1998), 
especially on English and this, sometimes, led to excessive pressure on their children. 
4.2.2.5.2 Physical punishment. 
Poor academic performance was one of the common reasons for Hong Kong 
parents to inflict physical punishment on their children (Tang and Davis, 1996). Rita 
and Zoe were beaten when they did not learn well. As mentioned above, Rita's 
mother gave her a lot of English exercises and English learning tasks. When Rita did 
not do well in the exercises or in the English examination, her parents beat her 
severely: 
They (her parents) beat me and forced me. Severely. They didn 't explain to me in 
‘ a nice and persuasive way but just beat me. But at that time, all of my 
classmates in primary school were very hardworking. I had to finish the 
homework assigned by teachers as well as the supplementary exercises given by 
my mother. (Rita, Interview) 
The physical punishment forced her to leam. She thought that physical 
punishment could help her realize her mistakes and she worked hard due to her fear 
” of being punished. "I worked hard in order to avoid being beaten and scolded". 
Therefore, Rita listened to her parents and did a lot of exercises to improve her 
English. 
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The avoidance of punishment also motivated Zoe to leam. She was also beaten 
for not learning well: 
At that time, I always wanted to play with my cousins. I remember well that they 
(Zoe 's parents) beat me severely. I was learning how to use English to express 
time, like "five minutes to ten ”. It was very difficult. I could not understand. 
They beat me. They said, if I could not understand that, I could not go out and 
play. I remember it well because I really wanted to go out and play ...They used 
a wooden stick to beat me. It was by coincidence that there was a wooden stick 
under the desk. They just beat once and stopped. But I could not help crying... I 
wanted to learn well then. It was because I wanted to go out and play. And I 
didn ’t want to be beaten again. I didn ’t think much when I was small, just out of 
these reasons, I wanted to leam. (Zoe, Interview) 
Zoe and Rita revealed that they were afraid of being beaten by their parents and 
this pushed them to work hard. In traditional Chinese society where filial piety is 
emphasized, children should be submissive to parents' demands (0’Brian and Lau, 
1995) and corporal punishment is viewed as legitimate and effective (Lau, Liu, Yu 
and Wong, 1999). This attitude is also prevalent in some Hong Kong families and 
physical punishment is still widely practiced. This could force young learners to 
concentrate on their studies; however, this might also inflict harm on their 
psychological health as revealed in a study conducted by Lau, Chan, Lam, Choi and 
Lai (2003) in which physically maltreated children were highly vulnerable to 
” psychological problems. It also might stifle their intrinsic motivation to learn the 
language as excessive use of external regulation or extrinsic motivation, could inhibit 
the development of internal drive for learning (Dornyei, 1994; Van Lier, 1996). 
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4.2.2.5.3 Being a teacher. 
Inflicting physical punishment was cruel and harsh. Parents might influence 
their children's English learning by playing an active role to monitor their children's 
English learning and teach them some knowledge of English as proposed by Gardner 
(1968) (see 2.2.2.4). Even for parents of a low level of education and a very limited 
knowledge of English, they could also monitor their children's schoolwork (Chao 
and Sue, 1996) to a certain extent when the children were in primary school. They 
might also learn alongside with them. The parents of Ella and Zoe adopted this softer 
means to motivate them to learn the language well. 
Ella's mother was a housewife, who spent most of her time taking care of Ella. 
She was not well-educated and had only received primary education before Ella was 
bom. When Ella was in kindergarten, she studied junior secondary school education 
. a t night-school and learned some English grammar in a community center. Though 
she was not proficient in English at all, she still acted as Ella's English teacher in her 
daily life. "Mum taught me English words when we shopped, sight-saw, 
played ...There were neither particular places nor particular time for me to leam 




When we went out and saw some trees. My mother taught me, saying "tree “ in 
both English and Chinese. Then I followed her. When we traveled by bus, we 
read "bus ”. When we used the lift, we had to count the numbers in both Chinese 
and English. At first, my mother taught me so. Then I found it funny and I did 
count the numbers and try to read faster than the speed of the lift. I enjoyed it. 
(Ella, Interview) 
Her mother incorporated English learning into their live, broadening Ella's 
exposure to the language at a young age, helping to motivate her to leam. 
Throughout her schooling, her mother helped her when she encountered 
problems in learning English as her mother learned some English grammar in leisure 
time. "When I encountered problems in learning English, I knew that there were 
some solutions. My-mother could explain to me". Ella's mother could teach her when 
she encountered some difficulties in learning English. Her mother provided her with 
explanations of grammatical items and acted as a source of help at home. This 
facilitated Ella's learning of English and encouraged her to leam more. 
. As seen from Ella's case, it was not necessary for the parents to know English 
very well in order to motivate their children to learn the language. Zoe's parents were 
not well-educated and they could only use a limited number of English vocabulary in 
their work but they still tried their best to teach Zoe in primary school: 
When I was small, he (Zoe ’s father) taught me in English. He didn 't use Chinese 
but all in English. He tried his best to use English to teach me ... He really 
particularly took time to teach me ... 
...they (Zoe's parents) did try their, best to teach me and check my English 
homework even when they were busy working. They would help us (Zoe and her 
elder sister) do English dictation at home ... (Zoe, Interview) 
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The devotion of parents had an effect on Zoe. Their teaching made a significant 
impression to her as she pointed out that her father "tried his best" and "took time" to 
teach her even when they were "busy". Consequently, she felt the love from her 
parents and wished to do her best as a way to show her devotion to them. In Chinese 
culture, children are indebted to their parents and they should please their parents for 
their love (0'Brian and Lau, 1995). She wanted to leam English well so that she 
could please them. 
4.2.2.5.4 A fellow learner and a role model of English. 
Ella's mother was a housewife who devoted all of her time to take care of Ella 
and her younger sister. Her mother took them to a parent-children phonics class in a 
community center. Ella revealed that she was happier in learning and became more 
serious as her mother not only went to the class and learned with her but also asked 
^ her about the learning material see if she had understood it. Her mother played the 
role of fellow language learner and this gave her emotional support in learning. In 
addition, the role of companion also enabled her mother to monitor her learning so as 
to make her more attentive in learning. From Ella's case, it can be seen that 
parent-children learning could be quite effective. Parents could accompany their 
children to learn and monitor their progress as well; hence, the children would feel 
• happier and became more serious in learning. 
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Ella's mother taught her and also learned English with her，providing an 
encouraging model for her daughter. Her mother was not very well-educated and 
stopped going to school after primary school. Later, she completed her junior school 
on a part-time basis when Ella was in kindergarten. Apart from the parent-children 
phonics class mentioned earlier, her mother learned English at a community center, 
building up knowledge of the language to teach her and show her how to study 
English. She revealed the significant influence of her mother: 
When I saw my mother studying, I would then study too ... When my mother 
didn ’t know some words, she did look it up in the dictionary. So I followed my 
mother. I wrote down some explanations beside the words. (Ella, Interview) 
Ella followed her mother's learning behaviour. Her mother's effort to leam kept 
Ella motivated to learn and do revision as what her mother did. Ella's mother was a 
full-time housewife and she might have more time to supervise and guide her 
children's learning of English. But for Zoe's parents, they also found time to teach 
her and showed their concern for her learning which was also effective. Their cases 
revealed the important and varied roles that parents can play in the learning of 
English. 
4.2.3 Summary 
‘ This section presented the findings and analysis of the participants' motivation 
constructs. It showed that all possessed a strong extrinsic instrumental motivation of 
learning English shaped by examinations as they all learned English as a required 
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subject. In addition, English scarcely played any role in their daily life outside school. 
Interestingly, one of the participants developed an interest in the language through 
interactions with her native English Teacher (NET) in school. The interaction 
fostered her interest in the language. 
The participants also viewed their perceived level of motivation differently 
though they were all strongly motivated by extrinsic instrumental reasons. Two of 
them found themselves highly motivated and valued the role of instrumental 
motivation while the others just found themselves averagely motivated as they were 
not satisfied with the possession of pure instrumental motivation. 
The contextual factors which were influential to L2 motivation were also 
identified. The influence of teachers, parents, achievement, examination pressure and 
extra-curricular activities were found important at this stage. 
• • / 
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4.3 Secondary Level 
After discussing the motivation constructs of the participants at the primary 
level, the following section focuses on their language learning experiences and 
motivation at the secondary level. The discussion is organized into the themes 
identified in the analysis of the data collected from the interview and questionnaire 
on secondary education as well the language learning narrative. The participants' 
perceived level of motivation and reasons for learning English will be discussed first, 
followed by the contextual factors affecting the students' motivation at this stage. 
- 4.3.1 Perceived Level of Motivation 
All participants found themselves motivated English learners while in secondary 
school. In the interview, they were asked to rate their motivation when they were at 
secondary level. Ella described her motivation as "higher than other classmates". Jess 
^ rated her level as "high" while Zoe and Sally's motivation levels were "very high". 
When reporting, Rita referred to a five-point scale (point five being the highest level 
of motivation). She would give herself "four points out of five". 
In the questionnaire, their motivation index ranged from 4.92 to 5.42, indicating 
that they perceived themselves to be motivated or highly motivated English learners, 
too. The following table summarized their scores: 
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Table 3: The Motivation Index of the Participants 
Pseudonyms Ella Jess Rita Sally Zoe 
Motivation 542 3 , 3 500 5.17 4.92 
Index 
(Scale: l=Strongly not motivated; 2=not motivated; 3=slightly not motivated; 
4=slightly motivated; 5=motivated; 6=highly motivated) 
They all indicated that seeking the opportunity to leam English, especially 
outside the classroom, was very important to master the language. They read English 
books and wrote at home on their own to improve the language, as well as for their 
interest. For example, Zoe "looked new words up in the dictionary" and wrote book 
reports on her own to improve her English. Sally, Jess and Ella wrote a diary in 
English and practiced their writing. 
The participants also picked up the language from English songs, English TV 
programmes and movies, too. Sally kept a notebook for the new vocabulary learned 
from these activities and "followed the conversations" in the movies so that she 
. c o u l d use them in her daily life. Ella and Zoe "tried not to read the subtitles" when 
they watched English programmes and movies at home. They might even "rewind 
the discs and watch again" to leam the words and improve their listening skills. Zoe, 
Jess and Rita also learned words from English songs. 
They also sought chances to speak with others in English. Ella and Zoe talked 
with their sisters in English at home (e.g. what had happened in schools, making fun 
of parents etc). Ella and Rita seized opportunities to chat with their NETs outside the 
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classroom. Jess, sometimes, phoned the English-speaking friend she met on the email 
network to have a friendly conversation. Sally grasped the chance to talk to 
foreigners in English when she traveled in Dubai. 
The participants revealed they always adopted the functional practice strategies, 
which involved practice outside the classroom (e.g. learning through films and books, 
communicating with native speakers). The use of this group of strategies of implied 
that the participants stressed the communication-oriented language practice in real 
settings and tended to adopt autonomous learning (Oxford and Nyikos, 1989) 
(section 2.7.3). -
The participants disclosed that they were motivated to leam the language well 
for examinations and their personal goals and interest in English; hence, they 
developed an autonomous learning style. They were willing to practice their English 
outside the classroom and planned suitable learning activities for their own needs 
(Littlewood, 1999) (section 2.5.1). None of them attended tutorial schools regularly. 
Sally and Zoe believed that they were able to leam the English well through their 
own methods. They could take charge of their won learning. The finding confirmed 
that autonomy could be brought about by motivation as found in Spratt et al.'s (2002) 
study (section 2.5.2). 
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Furthermore, they created opportunities for themselves to increase their 
exposure to English outside the classroom although they all went to English-medium 
secondary schools. It implied that the opportunity of using English in formal 
classroom settings was not adequate enough and being a motivated English learner, 
seeking opportunities to learn the language beyond the school settings was an 
important language learning strategy/behaviour. 
At this level, all participants commented on their motivation to leam positively. 
Ella and Rita perceived themselves as highly motivated English learners, the same as 
in the primary level, while Zoe, Jess and Sally revealed an upward and positive 
change in their level of motivation at the secondary level. There was a significant 
change in their reasons for and attitudes towards learning English and contextual 
factors may have played a role. 
„ 4.3.2 Reasons for Learning English 
Unlike what they were in primary schools, the participants learned English for 
various reasons other than simply to pass examinations. They now saw other reasons 
for learning English, traveling abroad, understanding different cultures and acquiring 
knowledge on top of doing well in their studies or career and their interest in the 
language. 
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4.3.2.1 Instrumental Orientation 
All participants had to sit for numerous English tests and examinations at school 
and two public examinations in English, the English language of the Hong Kong 
Certificate of Education Examinations (HKCEE) at Secondary 5 and the Use of 
English of the Hong Kong Advanced Supplementary Level Examinations (HKAS) at 
Secondary 7. They worked on the past examination papers and supplementary 
exercises on their own for getting good results in both examinations. Ella attempted 
the past examination questions on her own and sought advice and explanations from 
her teacher. Zoe and Jess did supplementary exercises and examination questions 
intensively. Clearly, they showed a strong instrumental orientation in that they 
wanted to do well in the examinations and get the satisfaction from academic success, 
similar to their orientation in primary level. The finding also revealed that the role of 
. t h e need for achievement, i.e. doing well in examination (Dornyei, 1990) (section 
2.3.2) was very important in this local EFL context. 
At this stage, the participants' instrumental orientation also developed a 
career-related dimension. Ella, Zoe and Sally revealed that they also learned English 
for their career. Zoe found that "English was necessary for studies and career" while 
Ella and Sally revealed a career-related reason for learning English: 
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English is important for your career ... Also, my cousin worked in a company in 
a high position and she had to communicate with foreigners, so I understand 
that English is important at work. (Ella, Interview) 
If you were in business field, you must use English with foreign clients. No 
matter what jobs you will be doing, you must use English. (Sally, Interview) 
They stressed the importance of English in workplace. This was highly related 
to the characteristics of the Hong Kong economy, an international financial center, 
which promote the importance of workplace English during the post-colonial period. 
In addition, the participants were adolescents or young adults when in secondary 
school. They might have to work soon and start thinking about their career. Due to 
serious competition in school and at workplace, an instrumental orientation or 
external regulation, was found to be an important reason for learning English of the 
students. The finding was consistent with the studies done in the local context (e.g. 
Lai, 1996，1999) (section 2.8.2.1) and other EFL contexts (e.g. Gardner and Lambert, 
. 1 9 7 2 ; Domyei, 1990) (section 2.3.1, 2.3.2), which showed that instrumental 
motivation or orientation was the prominent force to drive students to leam the 
language well. 
4.3.2.2 Interest in English 
All participants were interested in the language and they learned it to satisfy 
their interest at this stage. They were intrinsically motivated, too. Sally was 
interested in English and found English "beautiful" and like "a piece of artwork", 
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similar to her views at the primary level. She studied English literature during 
secondary school and developed a habit of reading stories and poems in English. She 
even wrote poems when she was in secondary 7. "At the beginning, I wrote in 
Chinese. But then I found some beautiful English words and it was good to use 
English to write too so I started writing in English". Sometimes, she "could not 
express [herself] freely". Thus, she "read books and looked for appropriate words to 
express [herself]". She was interested in English and loved speaking in the language 
when she was in primary school. Studying English literature made her extend her 
interest in writing in the language and motivated her to leam it further. 
Rita was also interested in English when studying English literature. The 
exposure to the literature of the language initiated her interest in the language and 
motivated her to learn it well: 
I was more interested in English. I learned some metaphors [from English 
‘ literate class] and I was interested in the use of language. I wrote smoothly and 
I was motivated to write and learn further. (Rita, Interview) 
Zoe did not realize her interest in English till her classmates pointed it out. She 
went on to explain her love for English cultivated when preparing for examinations: 
My results in language subjects were good ... / also understood that the good 
result was caused by my interest in language. But it was till my classmates 
pointed out that, I then realized that it had existed for a long time ...In the 
course ofpreparing the exams, I found that English was useful and I wanted to 
leam more. I love the language „as well. Also, it brought me a sense of 
achievement. So, I put much effort on learning English (Zoe, Interview) 
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In the course of preparing for examinations, she found English useful; it brought 
her satisfaction and happiness when learning it. Thus, her intrinsic love and interest 
also grew without her awareness. Zoe demonstrated a gradual shift from purely 
extrinsic, instrumental motivation to a mixture of instrumental and intrinsic 
motivation, similar to the findings of Lai (2000) (section 2.8.2.3.2). The finding 
implied that extrinsic motivation could lead to the rise of intrinsic motivation (Deci 
et a l , 1991; Domyei, 1994) (section 2.4.2). In addition to the satisfaction derived 
from achievement, such a change might have been also brought about by her learning 
of the language through English TV drama, songs and story books, in which she was 
interested in understanding the authentic use of language and its culture, promoting 
an intrinsic motivation in the language. The finding implied that Zoe sufficiently 
internalized her instrumental, extrinsic English learning and developed an intrinsic 
.motivation (Deci et al., 1991; Dornyei, 1994). 
Ella found the language "interesting", particularly its pronunciation. “I thought 
English was interesting, the pronunciation. I thought English was interesting since I 
was small. It was much different from Chinese but it was another way of expression. 
In fact, it was a culture". Ella developed her interested in the language and English 
cultures through English movies. Likewise, Jess also cultivated a similar interest as 
she loved listening to English songs and reading English books: 
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They (reading English books and listening to English songs) were the most 
important factors [to motivate me to learn English]. You must have felt bored if 
English was just about grammar. But I liked something related to your life. It 
could cultivate my interest in English. (Jess, Interview) 
Ella's and Jess's cases revealed that their interest in the language was developed 
from their learning through authentic materials related to its culture, e.g. movies, 
songs. 
As seen from Sally and Rita's case, the study of English literature could help 
students raise their interest in the language. Yet, Zoe's case showed that one could 
also develop an intrinsic motivation to leam it even if the primary orientation had 
been instrumental in the beginning. If the students could leam through 
cultural-related material, they would develop a genuine interest in the language, 
providing further motivation to learn. Ella's and Jess's cases also revealed the 
importance of learning English through authentic materials. 
. At this stage, all participants showed both extrinsic, instrumental motivation and 
intrinsic interest in the language. It implied that extrinsic and intrinsic motivation 
was not against each other and extrinsic might lead to the rise of intrinsic motivation 
(Deci and Ryan, 1985; Deci et al., 1991; Dornyei, 1994) (section 2.4.2). They could 
even co-exist as a mixture (Lai, 2000) (section 2.8.2.3.2). 
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4.3.2.3 Socio-cultural Orientation 
Sally, Zoe and Jess wanted to learn English for socio-cultural purposes. Sally 
had developed an interest in Western culture when she studied History in secondary 
school and through traveling. She found that "English can enable [her] to get contact 
with different kinds of cultures，，. She loved interacting with people of another culture 
when she traveled. English could enable her to communicate with people who spoke 
the language and understand different cultures. For example, she did not hesitate to 
ask the local people in Dubai about their architecture in English. Zoe always watched 
English drama on TV (e.g. Friends) and was interested in the slang and jokes. She 
thought that learning English well in all aspects could help her to understand the 
underlying meaning behind the language. "Even for one's intonation [of English], 
there were some background meanings. You must know English so that you can 
.unders tand [it]". Hence, they were motivated to leam the language so that they could 
understand different cultures, including English-speaking cultures. 
Jess was interested in the English-speaking cultures as she expressed in her 
narrative: 
When I was in secondary three, I had a growing interest in the British and 
.. European culture ...I was very fond of the English culture. I read English hooks 
introducing the cultures and lifestyle in the United Kingdoms and other western 
countries, I listened to English songs, I watched English plays and musicals, 
and last but not least, I made plenty of English-speaking snail mail pen pals. 
(Jess, Narrative) 
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She was interested in Western cultures and communicated with 
English-speaking people. She found that "the most convenient way to access to 
western culture was through English". Thus, she wrote English journals and stories, 
communicated with English speaking pen pals and listened to English radio channel. 
During secondary school, the participants increased their exposure to English in 
different settings outside the classroom. They had contact with the English-speaking 
culture in their daily life and they were motivated to leam English to enhance their 
understanding towards different cultures, especially English-speaking cultures. 
Their orientation towards socio-cultural purposes was also reflected in the 
questionnaire. Sally, Jess and Zoe scored 6，5.25 and 5.50 on the social-cultural 
orientation index, which measured the participants' inclination to leam English for 
understanding various cultures and peoples. Hence, they all showed a high level of 
.o r i en ta t ion for socio-cultural purposes. 
4.3.2.4 Travel Orientation 
Sally, Zoe and Jess also developed a travel orientation during secondary school. 
Sally loved traveling. She traveled to European countries (including Britain) when in 
primary school and to Dubai during secondary school. She interacted with the local 
people in English when she was in Dubai and found that English was useful to 
understand its culture. "I didn't know their language and I had to use English to 
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understand them". She also wanted to "live abroad for a period of time in the future". 
She scored 6 out of 6 in the travel orientation index obtained from the questionnaire, 
which examined to what extent the participants learned English for traveling. 
Although Zoe did not have the chance to travel to countries where English was 
used for communication, she had a strong desire to travel abroad. “I had a dream of 
traveling with a backpack. English was then very useful ... for understanding other 
cultures". She scored 5.33 out of 6 in the travel orientation index, which showed her 
strong inclination to leam English for traveling, too. Hence, she wanted to leam the 
language well so that she could travel around and communicate with others. 
Jess obtained the same score on the travel orientation index. Though she had 
traveled to Singapore and did not use English to communicate, she was highly 
"interested in British and European cultures" and wanted to live in Britain for some 
. t i m e so she also had traveling in mind when learning English. 
A travel orientation could be related to one's interest in different cultures as in 
the cases of the three participants described above. At this stage, they wanted to 
travel to a place, understand the culture and interact with local people. Hence, they 
put an effort into learning well to fulfill their goals of traveling and communicating 
with English-speaking people. 
it 
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Furthermore, they also showed an integrative motivation (Gardner, 1985a) 
(section 2.2.2.2) that they developed an interest in and a favourable attitude towards 
different cultures, including English-speaking cultures. They wanted to leam the 
language well so that they could communicate with and understand the 
English-speaking people, too. 
4.3.2.5 Knowledge Orientation 
Zoe, Ella and Sally learned English to gain knowledge in different fields. Zoe 
revealed that she could "learn more and more from learning English". Ella indicated 
that her study of music motivated her to leam English as she found that it was the 
important medium for getting knowledge: 
I wanted to learn more things through English ...In F4-5. It was because I 
studied music. All the things about music were all about western things and the 
articles were written by foreigners. If I wanted to read about music, I had to 
learn English well. (Ella, Interview). 
. Sally also shared a similar view and revealed that English enabled her to access 
different kinds of knowledge: 
The books in English could cover a wide range of things. I could learn much 
more from English hooks, e.g. history, science, etc. Also, an English fiction 
could also give you much background knowledge. I am now reading a book, 
"The unbearable lightness of being", in which there is historical background 
and philosophy. (Sally, Interview) 
As they wanted to learn various kinds of knowledge, they wanted to master the 
language. Secondary students might be introduced with pieces of information in 
English they find interesting in order to drive them to leam the language well. 
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Their scores obtained from the knowledge orientation index assessing their 
reason for learning English in relation to getting different kinds of knowledge were 
5.25 (Ella), 5 (Sally) and 5.5 (Zoe), which were quite high whereas other participants 
scored below 5 on this index. 
At this stage, the participants' motivation to leam English was widened. 
Instrumental motivation mixed with their interest in English, socio-cultural, travel, 
knowledge motivation. 
4.3.3 Contextual Factors 
4.3.3.1 Influence of Teachers 
At the secondary school level, the influence of teachers was still found 
important as in primary school. Ella, Rita and Sally found that their teachers had 
influenced their motivation to leam the language in various ways. 
. Rita's motivation to learn was raised during Secondary 3. She experienced a 
depression in her motivation to leam English as she failed to adapt to her 
English-medium secondary school and her examination results in English were poor. 
In Secondary 3，she had a local English teacher who organized activities and 
presentations to encourage the students to participate in class. The teacher also 
encouraged her to leam. "She (the teacher) let me realize that English was important 
and I could initiate myself to leam". In her narrative, Rita pointed out a significant 
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change in her attitude towards English classes. “I became more attentive during her 
classes and my interest of learning English slowly resumed". She followed her 
instructions to read English books and write book reports, resulting in an 
improvement in writing. The local teacher provided her with chances to use English 
in class and bolstered her confidence in English. 
Rita's level of motivation was raised further during Secondary 4-5. It was 
mostly due to the NET, an Indian who taught her English language and English 
literature. She conducted her lessons in a less formal, more relaxed manner: 
My teacher was a native-speaker and I really liked listening to what she said. 
Her way of teaching was different from the others. We didn 't do any past papers 
at all. We just chatted, watched films, read books and sang songs together. She 
even watched the film "Harry Potter and the Philosopher 's Stone “ with our 
whole class too. The light atmosphere during her both English and English 
literature classes lessened our burdens of exams (though for a moment only). 
Besides, the new way of learning through discussion made me realize how 
interesting English could be. (Rita, Narrative) 
, The n e t ' s teaching made her like English again. They chatted and enjoyed 
films and songs inside class. Sometimes, as written in her narrative, they went to the 
cinema together and watched films such as “Harry Potter and the Philosopher 's 
Stone". The NET also invited her to visit her home. Through these activities, Rita 
used English with the NET and her classmates and she realized that she could use 
English to communicate well, too. The positive experience of inter-ethnic contact 
“ 
raised her self-evaluation of English proficiency, bolstering her linguistic 
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self-confidence and level of motivation (Dornyei, 1994; Clement et al., 1994) 
(section 2.3.3, 2.3.4). As she often spoke in English with the NET and her classmates 
on some leisure topics both inside and outside the classroom (e.g. she even chatted 
with the NET on phone at home), she found that English was "a part of [her] life". 
The NET motivated her to leam English well and let her know that she "could get 
contact with English in daily life" as she "thought that English was used for 
examination only", or "exercises, sentence rewriting". Rita's case revealed that the 
NET could bring English learning into students' lives by chatting with and going to 
social events with them. Most importantly, the NET provided her with opportunities 
to interact with English-speaking people and their culture and broadened her view of 
English learning. 
Similarly, Sally was motivated to leam English with the help of a teacher, a 
- l o c a l Chinese who taught her during Secondary 4-5 through various kinds of 
interactive activities: 
The teacher was good The lessons were interactive and she taught us words 
related to some current festivals. The lessons were lively and I wanted to learn 
more ... [we] played some games and we had more chances to talk. The lessons 
were more casual. You dare speak up in the class as it was like casual 
chats ...The students might talk more than the teacher ...We talked about some 
.. daily topics in English lessons that we were used to talking in Chinese. (Sally, 
Interview) 
The teacher encouraged the students to speak in English through games. She 
told the researcher that in this English lesson, she "was not afraid of speaking 
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English and [she] talked more in English". She was motivated to leam and speak in 
the class, even on some non-academic topics. Even though she studied in an 
English-medium secondary school, she did not love speaking the langauge in some 
other classes. The English teacher successfully created an English-speaking 
atmosphere and motivated Sally to speak in the language. 
Sometimes, students encountered some teachers who did not teach well. Facing 
the problem of an incompatible style of teaching, the participants did not give up 
learning but sought ways to learn English even better. Sally and Ella experienced that 
and, in response, they developed a self-learning style. 
Compared with the aforementioned interactive teaching style experienced in 
Secondary 4-5, Sally found that the English teacher who taught her in Secondary 6-7 
did not inspire her. At this time, she went to another secondary school, a 
.Chinese-medium one. The English teacher only spoke English when the Principal 
walked pass and she focused on doing past examination questions with the students 
only. Under this style of teaching, Sally realized the importance of self-learning: 
She (the teacher) taught poorly so I put more effort on learning English on my 
own. Also, the teacher�s English was not very good. So, I had to read more 
• books and look up new words in the dictionary ... You would die if you had not 
learned on your own. When I entered another secondary school (in secondary 
6-7), I felt that my English level was falling as I didn ’t have any chance to use 
English and the English standard of the teachers was very poor. I thought that I 
must have died. So I read more books, wrote more and checked dictionary. I was 
even more serious. They didn，t use English and I was afraid. (Sally, Interview) 
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Sally found that she lacked opportunities to use English when compared with 
the English medium school she had attended. Facing the threat of an adverse English 
teaching style, she was motivated and determined to put more effort into learning 
English. She then became more serious in learning English. She read more English 
books to cater for her needs, developing an autonomous learning style. 
Ella was a bit luckier than Sally. Though Ella revealed that her local English 
teacher who taught her at Secondary 4-5 just reviewed what they had learned before, 
she sought a way to remedy the dark side of this teaching style as she did not want to 
"waste" the two ‘ years of English learning. As she perceived herself as a 
self-motivated learner and an effective, highly organized person, she put an effort 
into learning English and dealing with examinations on her own. She worked on 
supplementary exercises and past examination questions. When she discovered any 
-problems, she consulted the teacher to compensate for the loss of learning 
opportunities in class: 
She (Ella's teacher) was nice. When I asked her questions after class, she 
answered in details. She was good as I could ask her questions after class. It 
was because we didn ’t learn much in class. So I learned the things at home. I 
did exercises and read some tool books ... At home, I did the past paper. 
Sometimes, I didn ’t understand the answer and sentence structure. I would then 
ask the teacher. She could answer the questions well I could learn faster and I 
continued...! thought it was most effective and I learned the most. I understood 
more and I knew what I understood and what I didn't understand (Ella, 
Interview). 
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The teacher facilitated her autonomous self-learning as the teacher could 
provide her with friendly and effective backup. The development of self-learning 
also required a high level of self-discipline and organization as shown by Ella. Thus, 
teaching styles might have a different influence on students. In Ella's case, as she 
always perceived English as a "personal matter" and "the teachers could not control 
how much [she] learned", she raised the efficiency of learning through an 
autonomous learning style (Dickinson, 1995) (section 2.5.1). 
Sally and Ella could maintain and raise their motivation when some external 
factors became worse, for example, meeting a teacher who taught poorly and 
provided few chances to use English. Successful and motivated learners could adjust 
to unfavorable circumstances as they had built up self-efficacy (Domyei, 1994; 
Tremblay and Gardner, 1995) (section 2.2.3, 2.3.4) and believed that they could leam 
. w e l l . While primary students were always told how to leam, it was very significant 
and important for secondary students to be able to find ways to leam and improve 
unfavorable learning contexts to serve their own needs. 
4.3.3.2 Achievement 
Achievement played an important role in raising the participants' level of 
motivation at this stage. Zoe was motivated to learn even more due to her academic 
success. During Secondary 1-3, she obtained a prize from a reading scheme 
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organized at her secondary school. The students were required to read English books 
and answer some set questions. There were several grades dividing the level of 
students. She wanted to get a higher and higher grading and obtain the highest grade, 
so she read more and more English books: 
I read when I traveled. The books were thin. I read many books during Fl-3 due 
to this scheme ... There was a test for us to decide the reading level I started 
with D grade. After reading 25 books of D grade, I could be promoted to C 
grade. The books were thicker and more difficult with higher grades. In F3, I 
was in X grade. It was the top. I had read more than one hundred books through 
this scheme …I wanted to attain a higher grade too. I wanted to get to grade C 
at the beginning because my grade was just 2 marks lower than grade C. In F3, 
I knew that just a few could attain grade X. I wanted to get this honour and read 
quickly. (Zoe, Interview) 
She was anxious to get the highest honour of grade X and it motivated her to 
read more: 
I wanted to attain a higher grade too. I wanted to get to grade C at the 
beginning because my grade was just 2 marks lower than grade C. In F3, I 
knew that just a few could attain grade X. I wanted to get this honour and read 
quickly. (Zoe, Interview) 
She felt happy with the sense of achievement derived from the "honour", which 
drove her to put more effort into reading English books. Zoe's case implied that the 
award system could motivate students to put more effort and help students formulate 
an attainable goal of learning English. It also showed that awards given for academic 
success were highly effective in encouraging students to leam. As Lai (2000) 
suggested (section 2.8.2.3.1), local students were vulnerable to persistent English 
learning failures and they were not motivated to strive for academic success in 
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English, the award system other than tests and examinations on students' language 
proficiency could provide them some more ways to build up motivation. 
In addition, English was the only source of triumph in her academic life. She 
was a science student but she was not good at subjects in this discipline. She 
explained the importance of doing well in English: 
I didn 't want to lag behind because once I had been the smart ones in English. 
Also, my Science results were poor. So, language was the only source to give me 
a sense of achievement. For both Chinese and English, I was the top in the class. 
(Zoe, Interview) 
Her English results were good and she wanted to continue to do well. Thus, she 
viewed achievement and motivation as a "positive" relationship, “I had my 
achievement and I want to do better and leam better. When I got my achievement, I 
would be very happy". Zoe's case also demonstrated the importance of academic 
success in English in motivating her to learn the language. English was her sole 
. s o u r c e of accomplishment in her academic studies. She even found that it was a way 
to "prove [her] ability". At this level, her case also confirmed a mutually beneficial 
relationship between motivation and achievement, similar to the situation at the 
primary level and Lai's (2000) local study (section 2.8.2.3.1). 
Jess was also motivated by her academic success. During Secondary 4-5, she 
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worked hard on the past paper questions, preparing for the English language 
examination in the Hong Kong Certificate of Education Examination (HKCEE). She 
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obtained a grade A in it, which exerted pressure on her, to continue to excel: 
I got an A in the CE English exams. I wanted to achieve more and get a better 
result. I felt much pressure at that time. I was not worried about that I could not 
get an A. But I was worried that I could not get an A ...An A ... I knew that it 
depended on your luck. (Jess, Interview) 
Before the public examination, Jess was very worried about it even though she 
aimed at a grade B instead of an A. She also comforted herself by referring to the 
luck in obtaining a good result in the past. 
During Secondary 6-7, she attended another secondary school, Chinese-medium 
one of a poorer academic standard than the school she had attended during 
Secondary 1-5. The English teacher concentrated on helping some poor students and 
failed to address the needs of the high achievers in English, like Jess. Accordingly, 
Jess was forced to put more effort into learning English on her own: 
I relied on myself. I understood that the English lessons could not help me and I 
must help myself. You asked me what I had done for English at home (in Fl-5). I 
didn ’t read newspaper at home but I did read newspaper in F6 and 7. I was 
packed loads of vocabulary in the class but I still copied vocabulary from 
newspaper. Some of the vocabulary taught were too simple so I learned some 
more. I had a book for vocabulary. In F6 and 7, I wrote longer journals. I 
practiced writing. I looked forward to others feedback. Academically, I just 
copied vocabulary, read newspaper, and learned how to write. I was weak at 
writing. So I always practiced writing. (Jess, Interview) 
Her academic success in English, as well as the change in the English learning 
environment motivated her to learn the language well. Achievement also led to the 
growth of motivation, too. Furthermore, she wanted to study some English 
language-related programmes at the university. Thus, she was very motivated to leam 
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to meet her future goals. 
At this stage, the participants viewed their academic success in English more 
seriously than in the primary level. When they were younger, they just wanted to 
obtain the subject prizes, awards (e.g. a pen) or praise from teachers and parents. Yet, 
at the secondary level, achievement was viewed as a way of proving one's ability in 
ones' studies and a sole source of success as in Zoe's case. 
Past accomplishment and the quest for academic success could generate 
pressure on students as reflected by Jess. Great examination pressure persisted in the 
secondary school system and English was primarily taught to pass examinations and 
secure a place in the university. Brilliant examination results were then the primary 
aim of English learning. In Zoe's and Jess's cases, it showed that achievement was 
the force which kept the motivation maintained and accelerated (Lai, 2000; Gardner, 
. 1 9 8 5 a ) (section 2.2.2.1, 2.8.2.3.1). 
4.3.3.3 Examination Pressure 
Jess was also pressurized by the examination system of English learning. At this 
stage, she revealed that her main source of motivation came from the examinations 
during Secondary 4-5: 
In Secondary 4-5, the past papers were the greatest motivation ...I didn't hate 
doing past papers. Perhaps I could handle the papers and I didn't find it 
troublesome. We had to give the answers one by one. You were forced to work on 
the past papers and we worked for the exams. But you knew that was for the 
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exams. Though, it was rather practical. (Jess, Interview) 
Jess felt pressure from the examinations and past examination questions practice. 
Though she said that she did not find doing examination papers difficult, she found 
that she was "forced" to work on them. As mentioned in the last section, she felt 
pressure from her parents and teachers who expected her to do well in examinations. 
At this stage, the influence of parents and teachers was weakened. Instead, the source 
of pressure came from examinations and the mechanical practice. Jess's case showed 
that doing well in examinations, or the need for achievement (Dornyei, 1990) 
(section 2.3.2), was important in the local setting. 
4.3.3.4 Awareness of Weaknesses 
Zoe found that she were inferior in English, particularly in oral skills. Zoe's 
results in English had been excellent since primary school. She obtained a grade A in 
the English language examination of the HKCEE and in all sub-sections, including 
the oral test. However, in the Use of English Examination of the ASL, she obtained a 
grade E for oral section though the overall grade was B. The failure was significant 
to her: 
My oral got an E and I couldn ’t get an A (for Use of English) ... In my class, I 
was top in English subject. Other classmates, who were poorer than me, could 
. get a C or D. I was extremely sad. I was extremely sad. (Zoe, Interview) 
Zoe was sad and hurt over her failure. As Zoe just entered the university when 
the interview was conducted, she still emphasized her awareness of the weakness of 
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spoken English, which was affected by her examination result. However, it did not 
de-motivate her to learn English. Instead, it motivated her to improve her English: 
I did poorly in AL exam (Use of English Examination) and I want to prove that I 
am not that worse. So, I am more hardworking now. Others expected that I 
could have got an A in AL Use of English. But I could not do so. So, I started 
suspecting my ability. So, I keep my motivation to learn. (Zoe, Interview) 
The poor result in the oral section made her suspect her ability in spoken 
English. In order to prove her ability, she was determined to improve her oral English 
by joining activities held in the hostel to talk with international students and talking 
more often in her major English course when she was in the university. It implied 
that examination was an important means of assessment to local students and they 
were serious about the grades obtained. They relied on the examination result to 
prove their ability as they had limited exposure to English. It was understood that in 
an EFL context where examination was the primary goals for English learning, 
students might emphasize and value the result in language examination (Domyei, 
1990) (section 2.3.2). 
Attributions about past failures were significant in an EFL context (Domyei, 
1990) and past failure might bring frustration and de-motivate students to leam. Yet, 
Zoe's case implied that awareness of weakness could motivate students to improve, 
providing that the students had obtained a sufficient level of achievement. A strong 
sense of self-efficacy could be built and protected the learners from failures and 
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being deprived of motivation to a level that they were discouraged to learn (Dornyei, 
1994). Successful learners could take the negative factor as a motivating force and 
strive for improvement. 
4.3.3.5 Extra-curricular Activities 
As the participants grew as young adults during their secondary school life, they 
were free to choose to join English extra-curricular activities. Rita participated in an 
English drama with some native English-speaking people, organized by her school. 
She joined the performance of a Shakespearean play and gained opportunities to 
speak in English. She wished to speak as fluent as them. 
Zoe entered speech competitions and she learned some vocabulary and 
intonation as she did in primary school. Yet, she acted as the editor of the English 
school newspaper, responsible for editing students' essays. The task motivated her to 
‘ learn the language well: 
I realized that I didn 't know how to edit others ’ essays. I just found that some 
sentences were strange but I didn ’t know how to correct them. Sometimes, for 
example, there was a mistake about preposition. But I didn 't know the correct 
use. I would look for the correct usage. To a certain extent, it motivated me to 
learn. (Zoe, Interview) 
Ella was the English ambassador at school; she helped organize activities in 
English (e.g. English speaking days, Christmas activities, English song playing etc) 
when she was in Secondary 4-7. Through arranging these activities, she was 
provided with more chances to speak English with the NETs. “I had many chances to 
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communicate with the NETs. She now recognized me and we talked something other 
than study". This broadened their topic of conversation into daily life and motivated 
her to leam and improve her English: 
I paid more attention to my oral skills and I would also correct my mistakes. 
For example, I didn 't know how to express something in English with the NET. I 
would then find out how to say in English at home. (Ella, Interview) 
In addition, she was given more opportunities to practice oral English in front of 
her classmates when she had to help promote English activities held by the English 
society. She gained praise, as a means of achievement, from her teachers. "When I 
had to do some promotion and my teacher praised me, I felt happy and I had more 
confidence in speaking. I was the kind of person who was afraid of speaking". 
Teachers' praises brought her more confidence in speaking. She was "braver to speak 
English" as she was afraid of speaking. 
Jess was so motivated to learn English that she initiated the idea of setting an 
English club in the secondary school that she attended in Secondary 6-7. She 
"wanted to improve the English standard of the whole school". The English learning 
environment in that school was not motivating enough and she proposed the 
establishment of an English club: 
There had been no English club in the year. I wrote a proposal to suggest setting 
up an English club. So, the English club was set up when I was in F7 ... 
There was an English corner and I was an English ambassador. We stayed in 
the corner and talked with junior students in English during recess. The students 
came to us and spoke English. They would receive credit points and they could 
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exchange gifts with the points. I wrote a proposal for the English club and I 
organized a singing contest too. (Jess, Interview) 
She set up the English club and acted as the English ambassador, too. She talked 
with her junior form classmates in English, which provided her with the chance to 
use English in the secondary school. Also, these leading roles made her motivated to 
improve English. “You were the committee members of English club. Your English 
must be very good." 
Rita's, Ella's and Jess's cases revealed that participating in extra-curricular 
activities could provide opportunities to speak in English and build up confidence. 
Different from the extra-curricular activities commonly organized in primary level, 
(e.g. poem recitals, English choir, English reading scheme) as seen from these cases, 
activities which they joined at the secondary school could effectively promote 
interactions with the NETs or classmates in English and subsequently, enhance their 
- motivation. Students could then gain valuable chances to practice oral English, which 
was insufficient in formal language lessons which were largely limited to studying 
grammar items, reading, writing and preparation for examinations. 
4.3.3.6 Parental Influence 
At the secondary school level, parental influence still played a role in the 
participants' learning. At this stage, both positive and negative effects brought about 
by their parents were found. For Jess and Sally, their parents played a supportive role 
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in their learning. However, Rita felt that her parents de-motivated her to learn. 
4.3.3.6.1 Positive influence. 
At the secondary level, Jess's parents now played a supportive role in affecting 
her English learning, without adding severe pressure on her to do well on 
examinations. Her parents gave her freedom to leam English: 
At home, I had the freedom. My family didn ’t like Japanese songs. But it was not 
a matter to listen to English songs. My father also watched MTVs and he knew 
some foreign pop stars too. He sometimes talked about this with us. 
But they gave me much freedom in learning English. For example, I liked 
listening to English songs. They did buy me some discs. They gave me support. 
They didn 't ask me to listen to English songs or read English hooks but I liked it 
and they bought the books and discs to me (Jess, Interview) 
Her parents watched English programmes with her and bought her English 
books and discs. They also gave her some ideas to improve her command of the 
language. "When we watched English programmes, they asked me not to read the 
subtitles". They provided her advice and resources to improve her English. 
Sally's father also encouraged her to read English story books and newspapers. 
Her father even bought her English books and thus, her interest in reading English 
story books was aroused. "When I read more, I was more interested in read English 
books. I thought that the English books were interesting. Then, I would buy English 
books on my own". She then developed an independent reading habit, which 
“ 
motivated her to learn the language through reading. 
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4.3.3.6.2 Negative influence. 
By contrast, Rita received physical punishment till Secondary 2. The physical 
punishment could not push her to learn as in primary level. Instead, it hurt her 
motivation to learn. 
During Secondary 1-2, Rita did not do well on English tests and examinations 
as she could not adapt to the change of medium of instruction from Chinese to 
English. Even so, her parents still beat her: 
I remember that once, in Fl, I got D, which was the passing grade, or D+ in 
English, or I got 26 marks only while 25 is the passing mark, I was beaten. They 
didn ’t understand that it was difficult to get a high mark in secondary school 
Both my mother and sister scolded me. She was in the same school as I did ... 
They used stick, clothing rack, everything (to beat me). I was used to their 
violence. (Rita, Interview) 
As seen from the above excerpt, the physical punishment used in secondary 
school now failed to push her to learn English. It lost its power as now Rita was used 
‘ to the violence. Instead, it de-motivated her to learn and drove her to hate English: 
In Fl, they always scolded me and I hated English. I hated English particularly. 
My sister was good at English and proud of herself. At that time I didn，t like my 
sister and others loved comparing her with me. Others always said that my 
sister ’s English was better than mine. So I didn't like this subject. (Rita, 
Interview) 
Her parents' violence and comparison with her sisters who were more 
successful at learning English made her find the language disgusting. Thus, she was 
•• 
not interested in learning English during Secondary 1-2. 
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As implied by Rita's case, the avoidance of physical punishment (i.e. a negative 
source of extrinsic motivation) could no longer motivate Rita to learn. The finding 
confirmed Lin et al.'s (1991) position that threat of external punishment (extrinsic 
motivation) was negatively related to English language attainment when it was 
over-used (section 2.4.3). Thus, it suggested that physical punishment should not be 
encouraged and was rather an extremely short-lived means to push children to leam 
as seen from Rita's development from primary to secondary level in this aspect. Also, 
Rita was de-motivated and not interested in English. It revealed that corporal 
punishment might obstruct the development of an intrinsic motivation to leam 
English as the excessive use of punishment (negative source of extrinsic punishment) 
might prohibit the growth of intrinsic interest in learning English (Dornyei, 1994; 
Van Lier, 1996). 
- 4.3.3.7 Influence of Sibling 
Zoe was the only participant who greatly benefited from the influence of a 
sibling. Her sister, who was two years older than her，acted as a fellow English 
language learner. Together, they solved problems related to English usage and 
learning: 
When I got some problems about English, I would ask her. For example, I didn ’t 
know the usage of some prepositions. I would ask her. If she didn ’t know either, 
we would search from books together. We would discuss together and find out 
the explanation. When we got the answer, we would feel that we were smart ... 
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my friend asked me about the usage of 'anyI was not quite sure and I asked 
her. My sister then read the books she bought for teaching tutorial students. 
Then she found it out for me. I would have given up exploring if my sister didn 't 
help. So, in this way, it was better. (Zoe, Interview) 
Zoe enjoyed the learning process with her sister, who encouraged her to 
maintain her motivation to leam the language. Otherwise, she would have given up 
as she mentioned in the interview. 
Also, her sister provided her with more chances to speak English and facilitated 
her oral practice. As her parents were not good at English, her sister was an ideal 
partner for her to practice her oral skills. "My parents could not speak a correct 
complete sentence. But my sister's English level was similar to me. I could have 
more chances to speak English". Thus, she “used English more and more at home". 
Her sister motivated her to put an effort into speaking English. A fellow English 
language learner facilitated the practice of oral skills, in particular, which was very 
• important to local secondary school students. 
4.3.3.8 Tutorial work 
Rita, Zoe, Jess and Sally gave tutorials to younger students when they were 
having secondary school education. Zoe and Jess commented that they could revise 
what they had learned. Sally reflected on her experience and found that she was even 
more motivated to leam after giving tutorial classes (e.g. oral English classes to some 
aunts and their children): 
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I talked with two aunts in English in the lessons. I got some photocopies of 
chapters of English conversations on greetings, shopping etc. I talked with them 
on these topics and what happened recently. (Sally, Interview) 
Sally was afraid that she would not teach them correct English as she thought 
that her command of the language was not very good indeed. Also, her father said 
that she was not qualified to do so. However, the oral English classes turned out to be 
useful oral practice for both of them: 
I could practice my English too. I could learn something new when I taught 
them because I didn ’t know all of the things. 
When I taught them, I realized that there was something that I couldn't 
understand and I had to learn further. (Sally, Interview) 
In the oral lessons she learned some more new aspects of the language and 
made her more aware of her weaknesses. She wanted to leam more and more. The 
tutorial work also acted as a means to motivate students to leam further. 
4.3.3.9 Exposure to English when Traveling 
Sally was the only participant who had traveled and used English to interact 
with others. The communication with English-speaking people overseas motivated 
her to improve her English. For example, she traveled to Dubai in the summer during 
Secondary 7 and communicated with the local people there in English: 
I used English to understand their cultures. I didn，t know their languages and I 
had to use English understand them ...For example, when I saw some buildings 
and I wanted to understand their architecture, I then asked them. I wanted to 
know many things and I would ask. (Sally, Interview) 
•• 
She was interested in foreign cultures and seized the chance to use English 
when she traveled abroad. The communication could motivate her to improve her . 
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English. "It could motivate me because I could not use English to express myself 
fully. I wanted to learn English well and communicated with others". 
Sally's case implied that traveling to English-speaking countries and interacting 
with local people in English might help develop an interest in culture and motivate 
students to learn well to communicate with others. 
4.3.3 Summary 
At this stage, all of the participants perceived themselves to be highly motivated 
English learners and used English more outside the classroom. Through the increase 
in contact with English (e.g. English literature, movies, songs, traveling experience, 
different kinds of knowledge in English), they had broaden their reasons for learning 
English (e.g. an interest in the language and its culture, integrative motive, a desire to 
travel to English-speaking countries, socio-cultural understanding, acquiring 
‘ knowledge) on top of the strong extrinsic, instrumental motivation shaped by 
examinations. 
This section also discussed the contextual factors affecting their motivation. The 
influence of teachers, achievement, examination pressure, extra-curricular activities 
and parental influence were also present in the secondary level. New factors, 
awareness of weaknesses, influence of siblings, tutorial work and traveling 
experiences, were also identified during their secondary education. 
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4.4 Tertiary Level 
At the time of the present study, the participants were in their first semester of 
study at the tertiary level and majoring in English. In this section, their motivation 
constructs are examined through an analysis of their interview, the language learning 
narrative, as well as the survey, focusing on English learning of their first semester at 
the tertiary level. As the participants had left their secondary schools and made the 
transition to university life, there were some new aspects and factors found that did 
not appear at the primary and secondary level. 
‘ 4.4.1 Perceived Level of Motivation 
At the tertiary level, all participants found themselves highly motivated English 
learners, as in the secondary level. In the interview, Zoe described her motivation 
level as "high" while Rita rated it as point 7 on a 10-point scale, in which point 10 is 
- the highest. Ella indicated that it was "much higher than when [she] was in primary 
and secondary school". Sally also declared that she had a "full, very high" level of 
motivation, which was "at its highest". When asked to compare it with the primary 
and secondary level, Jess said that it was "higher". At this stage, their motivation had 
remained high and some felt that it was even more elevated. 
All of the participants stressed the importance of autonomous learning and 
commented on their urge to further improve their English at this stage even though 
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all had attained a satisfactory level of English proficiency according to their 
examination results (e.g. grades A or B in the two local public examinations on 
English language) and their own perceived level of English language ability, which 
ranged from fair to good, reported in the survey. 
Zoe emphasized the significance of seizing chances to practice the language as 
she was now clearly aware of the importance of self-learning at the tertiary level: 
The learning style has changed and we have to learn more on our own ... in 
university, you have to self-learn. You cannot rely on teachers. Now I don 't have 
to do past papers and I don 't have to practice exam skills. So, now I learn and 
explore more on my own. (Zoe, Interview) 
Zoe said that she had “set aims and targets about learning English" for herself 
even though she perceived her overall English language ability to be "good" as 
reported in the questionnaire. She had a goal for her English language: 
I want to improve all aspects (of her English), particularly, speaking. I plan to 
try my best to speak more, especially in [the course, Communications for 
English Majors,] CENG I don 't like the dead air (occurred in the class). I have 
promised myself that I have to speak more though I don 't know if I can achieve 
it. (Zoe, Interview) 
She planned her language learning and aimed at improving her oral skills, in 
particular; hence, she was "trying to speak more in class" though she was afraid that 
she might have spoken in a wrong way. She indicated in the questionnaire that she 
would put "a considerable amount" of effort into improving the language. She 
> 
“ 
overcame the worry of not doing well and strived for improvement as she understood 
the importance of practice: . 
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I want to improve public speaking. I don 't know what to do when I am doing a 
presentation. I am afraid that I speak wrongly. But if I don 't speak, I cannot get 
improved. So, I will practice more. (Zoe, Interview) 
Zoe wanted to improve her spoken skills. Even being an English major, Zoe 
admitted that "there were fewer chances to use English outside classroom" in her 
learning environment due to the social view of restricting speaking English among 
local Chinese, associated with a connotation of being proud (Richards, 1998). In 
addition, speaking in English might lower the efficiency of discussion as Zoe said 
that they had not attained a native mastery of the language. As Zoe was motivated to 
leam English, she seized the opportunities of practicing English. She joined activities 
in the hostel and seized the chance to talk with international students. She talked with 
her elder sister in English at home, too, to discuss assignments and making fun of 
their mother. She still watched English TV programmes during weekends when she 
was free and jotted down some useful slang to leam informal English. In Zoe's case, 
it showed that the opportunities of using and practicing English do exist but 
motivation and effort is required to take up the chances. 
Zoe's case also implied that learning autonomy is very important at the tertiary 
level. English learning was no longer simply a required examination subject. There 
were no standardized English syllabus (Yang and Lau, 2003). Hence, being an 
� It 
autonomous English learner (e.g. understanding one's own strengths and weaknesses 
and designing their own learning activities) would be a beneficial way for English . 
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learning as individuals may have a different language learning style, resulting in a 
more focused and efficient learning (Dickinson, 1995; Littlewood, 1999) (section 
2.5.1). Nonetheless, Zoe also revealed that it took time for her to adapt to 
autonomous learning, which departed from the teacher-guided learning mode in 
secondary school. 
As mentioned in the previous section, Ella had developed an autonomous style 
at the secondary level and this continued at the tertiary level: 
I can control what I learn. Though I am taking different courses at the same 
time, I can focus on improving any aspects I find important. I can decide what 
to learn first and later. It is more flexible ... and freer. (Ella, Interview) 
She felt happier with "learn[ing] according to [her] preference". Accordingly, 
she set a learning goal of becoming as fluent in English as she was in Cantonese, her 
mother tongue. She wanted "to listen and speak more", the same as Zoe. She thought 
that she had not reached the goal and there was still "room for improvement". Her 
specific and challenging goal kept her motivated, improving her command of the 
language, similar to Tremblay and Gardner's (1995) position on the role of goal 
setting in relation to motivation (section 2.2.3). 
Nonetheless, Ella also acknowledged that her learning environment was “not 
very motivating", where there are social sanctions against the use of English with 
other local Chinese when not required (Richards, 1998). Thus, she was "looking for 
chances elsewhere to leam English". Hence, she joined an extra-curricular activity,. 
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the English table, organized by her college to improve spoken the English of students 
by providing the opportunity for local Chinese students to interact with native 
speakers of English in an informal setting. No matter how busy her academic work 
was, she went to the English table on a regular basis. Ella's case further reinforced 
that there are opportunities of using English but students have to seize the chance. 
Reading English newspapers and books was another plan that Ella implemented 
to improve and learn more English vocabulary. During secondary school, she was 
told to read newspapers and she thought that she "was forced to read" them for 
examinations. However, at tertiary level, she was free to choose to read or not. She 
enjoyed the freedom and it motivated her to improve: 
But now (tertiary level), it is not so. No one forces me to do so and I want to do 
it (reading) eagerly... If someone forces me to do something, I am not willing to 
listen to them. But J will learn on my own. I am interested in learning in this way. 
(Ella, Interview) 
^ She also disclosed that she loved reading English books about how to live an 
effective life as she found herself a highly organized and effective person. Choosing 
the types of books she was interested in reading, she was motivated to learn and read. 
"When I finished a book, I was very happy. And I want to read more English books". 
Ella's learning experience implied the importance of determining the aspects 
that one wishes to improve and adopting a suitable and comfortable learning activity 
to enhance the effectiveness of self-learning. 
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Jess also found "self-learning [was] important". Similar to Ella, she enjoyed 
learning English especially when she learned it on her own because it could "satisfy 
[her] desire". She had a goal of reaching a native mastery of English but she thought 
that she had not attained it so she would put "a huge amount" of effort into 
improving her English proficiency according to the questionnaire. Similar to Ella, 
Jess's specific goal of English proficiency could raise her motivation. As she found 
that her spoken English was not good, she joined the English table to improve her 
mastery of the language. She wished to talk with international students and seized 
opportunities to use English in a casual way. It implied that she wanted to improve 
her oral English, especially the non-academic aspect, to attain a native mastery of 
English proficiency. Tertiary students who had attained a certain level of English 
proficiency in an academic setting might wish to leam further so that they could be 
' a b l e to communicate well in non-academic settings. 
Rita also indicated that she "want[ed] to leam more" and commented on the 
importance of self-learning: 
Now, I realize that self-learning is very important. In the past, we relied on the 
class and the assigned things. But now in the university, it is not so. So, I have to 
depend on myself. I realize the importance of self-learning. (Rita, Interview) 
She chose learning activities which were compatible with her learning style. As 
“ 
she was living in the hostel, she utilized the opportunities available on campus to 
improve her listening and oral skills. She always went to the self-access center and 
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the library in the university to watch English movies as she had developed a habit of 
learning English through English movies when she was in secondary school. She 
learned the language, as well as entertained herself. She also planned to enroll in 
language enhancement courses offered by the self-access center (e.g. Improving 
Pronunciation) as she thought that she might not improve in these areas in her regular 
coursework. As seen from Rita's case, she was an autonomous English learner and 
chose activities which could improve specific aspects that she wished to improve. 
Sally also took steps to improve her English on her own. For example, she 
joined the English debate team in the university. She had debate practice from 6pm to 
12am every Wednesday and Friday nights, in which she was required to prepare a 
topic and join a debate contest with other group members, who were local and 
mainland Chinese tertiary students in the same university. During the meetings, she 
could only use English to talk to others. Thus, she used English intensively. This 
helped her to improve her spoken skills; she expanded her vocabulary and became 
more knowledgeable about the world and effective ways to debate a wide range of 
international and social issues. This also motivated her to read the South China 
Morning Post and leam specific terms for social issues. She even collected the 
articles and put them into a file for future reference. Sally's case reflected that 
“ 
adopting an autonomous learning and choosing appropriate language enhancement 
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activities can greatly enhance language learning. 
All participants recognized the importance of autonomous learning at the 
tertiary level, leading to a more focused and purposeful learning (Dickinson, 1995). 
They were motivated to learn English and wanted to improve the language; in 
addition, self-learning was encouraged in the university. Hence, they developed 
individualized learning plans and goals. It also showed that at tertiary level, 
motivation initiated the participants to engage in autonomous learning behaviour, as 
in their secondary level (section 4.3.1), confirming the findings in Spratt et al.'s 
(2002) study (section 2.5.2). 
Furthermore, as seen from their cases, they all wished to improve oral skills. It 
was very common for local students to worry about their perceived spoken skills. 
They were not confident enough and were reluctant to speak English both inside and 
- o u t s i d e the classroom. In this Cantonese-speaking environment, there are social 
views that speaking English with other local Chinese are not encouraged as it may be 
a showing-off behaviour to speak a language of superiority (Richards, 1998). This 
reduced the possible chances of students practicing oral English when native 
speakers of English were not as easily accessible as local Chinese counterparts. 
Hence, the participants engaged in autonomous learning and followed resourceful, 
independent strategies to plan for language improvement. They also adopted 
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functional practice strategies, which involved learning English in authentic materials 
and interacting with native speakers of English (Oxford and Nyikos, 1989) (section 
2.7.3) to improve oral English. However, Lai (1999) (section 2.8.2.1) pointed out that 
some tertiary students might not be motivated to put an effort to seize the 
opportunities available to improve English (e.g. going to self-access center) even 
though they realized the benefits of this mode of learning. Some might even avoid 
and reject learning opportunities available upon them (Green, 1999) (section 2.8.2.1). 
Though all participants found themselves highly motivated English learners, 
Jess disclosed that for some brief moments, her motivation was a bit lower due to 
fatigue from school life so that she could not do any additional work to improve her 
English. However, she thought that it would be better in the short period of time. 
Thus, while there might be a slight change in a student's level of motivation in the 
. course of learning, motivated learners are able to overcome the difficulties and 
maintain their motivation. 
4.4.2 Reasons for Learning English 
At the tertiary level, all participants were interested in English; this played a 
significant role in motivating the participants to leam English. While an instrumental 
orientation was the primary source of motivation at the primary and secondary level, 
at university, they were still instrumentally motivated, interested in English and had 
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developed some other reasons to master the language: socio-cultural, travel, and 
knowledge orientation. 
4.4.2.1 Instrumental Orientation 
All participants also developed an instrumental orientation at this stage. They 
wanted to learn well for both studies and career. Zoe, Rita, Jess and Sally learned 
English well to obtain good grades in courses. They were serious in doing 
assignments and performed well in their classes. They also wanted to pursue a career 
related to English. Zoe hoped she could work in the field of marketing and public 
relations, in which English was essential. Rita thought that English would be useful 
in handling documentations and communications in her career. Sally wished to work 
in the airport or for a magazine. Like Sally, Jess also wanted to be a journalist for an 
English magazine. Ella also wanted to take up a job in which English was involved. 
- They showed that instrumental orientation still played a role in the participants' 
English learning. Similar to other EFL contexts, instrumental motivation was found 
to be significant in English learning (Gardner and Lambert, 1972; Dornyei, 1994) 
(section 2.3.1, 2.3.2). This instrumental orientation extended to their career aims, 
consistent to findings in Yang and Lau's (2003) study that tertiary students found 
English important for their job (section 2.8.2.1). 
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4.4.2.2 Interest in English 
All of the participants were interested in English at the tertiary level, the same 
as in secondary level. One difference, however, was the exposure they now had in 
English. For example, at university, they used English more intensively during 
extra-curricular activities, entertainment, coursework etc. Their interest in English 
grew, too. Rita pointed out that the source of her interest came from the study of 
English literature while Zoe found English could be used in leisure chats as well. Ella 
wanted to know more the implicit meaning of the language and joined the English 
table to interact with English-speaking people. Sally joined the English debate team 
in the university and exposed herself to various kinds of topics in English. 
Jess demonstrated that one's interest in a language could have an important 
impact on one's level of motivation. The love for English drove her to leam more: 
The more I like the language, the more I want to learn .../ like English and so I 
do so many things to explore. Even though there are so many things to do, I am 
still very happy. (Jess, Interview) 
Her love for the language developed from her understanding of its cultures and 
exposure to foreigners, English music and movies. She was willing to put an effort 
into learning the language well. It suggested that the participants' intrinsic motivation 
of learning English could drive them to learn and overcome hardships during 
“ 
learning. 
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At this stage, all of the participants possessed an instrumental motivation and 
had also developed an intrinsic motivation to leam English to varying degrees. Thus, 
they all showed a mixture of extrinsic instrumental and intrinsic motivation to leam 
English (Deci et al., 1991; Domyei, 1994; Lai, 2000) (section 2.4.2，2.8.2.3.2) as in 
their secondary level. 
4.4.2.3 Socio-cultural and Travel Orientation 
At this level, Zoe was still interested in English-speaking cultures. She pointed 
out that when she learned the language by watching English TV dramas. She also 
extended her language learning to its culture and social skills. "I hope to understand 
the soap operas. I don't know what the characters are laughing at". She wanted to 
learn the language well so that she could understand English-speaking cultures. 
Ella developed a socio-cultural orientation towards learning English at the 
• tertiary level. “I do not focus on how to use the language but also the implicit 
meaning behind the words". Her strong interest was aroused by the interactions with 
native English speakers and local Chinese at the English table, in which she 
experienced cultural differences between local Chinese and native English speakers: 
When I talked to others in English table, I could see that the attitude of other 
local students talking to English speakers was different from their attitude of 
taking to local Chinese. I wondered if I had to act like them ... 
When the local Chinese talked to me, they seem to be modest. But when they talk 
to English-speakers, they are excited and passionate and they laugh loudly. So, I 
want to know if they are really like that... 
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I am wondering if it is necessary to do so. At the beginning, I think it is not 
necessary to do so. I hope I can behave as what I am and there is no gap 
between us ...Last time, the English speaker was nice and I didn，t feel any gap. 
But before that, I experienced some cultural differences and there was a gap 
between us. (Ella, Interview) 
Ella's interest in different cultures motivated her to leam the language well. “1 
want to know more about the cultures. So, recently I want to go to an exchange 
programme so that I can learn thoroughly and effectively". She wished to leam 
English well in order to understand other cultures. Rita and Sally also wanted join an 
exchange programme, too. In Ella's case, she exposed herself to cross-cultural 
communication in English and cultivated an interest in various cultures; hence, she 
was more motivated to learn the language well. In the university, tertiary students 
have more opportunities to interact with international students in English (e.g. 
inter-ethnic activities, opportunity for exchanges). Through this interaction, their 
interest in various cultures can be cultivated, motivating them to leam English well, 
too. 
Furthermore, Zoe and Rita wanted to speak and leam English well and travel 
abroad on their own. Sally also wanted to travel and live abroad for a period of time. 
They were motivated to learn the language well so that they could communicate with 
others in English. 
It could be seen that the participants also showed an integrative orientation of 
learning English. They wished to interact with English-speaking people and 
1 6 2 
understand different cultures. 
4.4.2.4 Knowledge Orientation 
The knowledge orientation still governed Ella's English learning as in 
secondary school level. Ella regarded English as an "international language" and she 
"[wanted] to leam more things; if [she learned] English well, [she could] leam more 
things". She joined seminars in English for different kinds of knowledge. English 
was a means for her to absorb different kinds of knowledge: 
There is a need to learn English. In the campus, there are many people or 
professors who don 't know Chinese. When I find some topics that I am interested 
in, I can communicate with these people or professors if my English is good. I 
cannot only talk to the professors of your field; I can also communicate with the 
professors of an area that I am interested in. (Ella, Interview) 
The knowledge orientation also motivated her to leam well and so, she wanted 
to attain an advanced level of proficiency in English to leam more things. 
At tertiary level, the participants were motivated to English for various reasons. 
On top of instrumental motivation, they also developed an interest in English, 
socio-cultural, travel and knowledge orientations towards learning English. 
4.4.3 Contextual Factors 
4.4.3.1 Coursework 
In their university, English majors had to attend a required course, 
> 
J/ 
Communication for English Majors (CENG), to equip themselves with effective 
communication skills for all aspects of English usage through intensive debates, 
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presentations, writing exercises, etc. Rita and Jess viewed the course differently but 
they both agreed that it could help them maintain and raise their motivation to leam. 
Rita enjoyed attending the course and felt that it helped to maintain her 
motivation to learn and improve English: 
In the course, we just chat and what we do is very relaxing. We discuss and 
share ideas ... I do participate in the class but some classmates don't really 
participate. The class encourages me to talk. When there is a silent moment, I 
will say something. Also, I have room for developing my ability ... 
I have more chances to speak and write. In this course, we will write essays of 
any kind and I can decide the topic. I have more chances to practice writing. 
...It is good as now the class size is small We could not do so in the secondary 
school... (Rita, Interview) 
The course provided Rita with chances to speak in English and write about what 
she found interesting. Also, the small class size enabled ample chances for discussion. 
It was valuable to local tertiary students who had just finished secondary education 
where the class size was about 40. She now could have more chances to participate 
— in class and talk in English. 
In addition, there were many exercises and activities held in the class. The 
workload of the course was heavy. Yet, it did not reduce her motivation to leam but 
"push [her] to work hard". She regarded the workload positively in the way that the 
course could "keep [her] practicing" as the coursework was relevant to her needs of 
improving her oral and written English, enhancing her level of motivation (Domyei, 
“ 
1994) (section 2.3.4). The course could provide her with more chances to actively 
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participate and there were a small number of students. 
However, Jess felt pressurized in the course. She found that the class activities 
were like competitions and she felt scared. Her feeling was very different from that 
of Rita. "Indeed, it gives me much pressure. We discuss in small groups and it seems 
that we have to compete with each other. I am stressful. Last time when I received 
my essay, I felt scared". 
Nonetheless, the pressure did not prevent her from improving her English. In 
turn, she was even more motivated to perform well in the course. She was serious in 
doing the assignment: 
When I was writing persuasive essay, I really thought about an interesting 
topics and I wanted to use some good vocabulary ...I write every day and night. 
Even if I have handed in the drafts, I will think of how to write better all the time. 
(Jess, Interview) . 
The pressure derived from the course extrinsically motivated Jess to put an 
‘ effort to leam the language well. It implied that a certain level of pressure could 
make one motivated to learn. 
4.4.3.2 Influence of Classmates 
Pressure not only came from the course but also from the participants' 
classmates. Sally and Zoe felt that they faced keen competitions from their 
classmates. Zoe found that her classmates were very smart and she felt pressurized 
“ 
when studying with them: 
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My classmates are smart and speak English fluently. I want to be like them. 
Though my standard of English may be similar to that of them, I dare not speak 
because I am afraid that I will make a mistake ... I think that my classmates are 
smart and I want to be smarter than them. (Zoe, Interview) 
Zoe repeatedly mentioned that her classmates were "smart" and she was afraid 
of making mistakes in front of them. It implied that she faced pressure and keen 
competition from her classmates. Hence, she was more motivated to leam and 
wished to be smarter than them. 
Sally shared the same kind of pressure. She also thought that her classmates 
were good at English. She wanted to work hard and make progress in her English so 
that she could catch up with her classmates: 
I am studying English and we use English often. Also, the English of my 
classmates are good too. I must improve my English otherwise I would lag 
behind ...Some classmates speak English well I have to improve otherwise I 
could not speak anything in the class. So, I want to improve. And, I have learned 
more vocabulary and I now speak more fluently. (Sally, Interview) 
As seen from Zoe and Sally's case, the peer pressure might form an atmosphere 
of competition. It was possible to get benefit from the peer pressure and the students 
were motivated to improve. This kind of pressure motivated Zoe and Sally to learn 
the language well extrinsically. 
4.4.3.3 Achievement 
All participants expressed the view that achievement could motivate them to 
learn English well at this stage. Ella, Sally and Zoe valued the praise from their 
instructors and classmates as their achievement. Ella valued the praise by her tutor 
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and was encouraged to do the assignment with an effort. Sally became "braver and 
fluent" in her spoken English after being appreciated by her instructor. Zoe was 
motivated to practice her writing by the comments of her classmates in the peer 
review section. "My partner said that her English level was not as good as mine and 
she could not give me any comments. I felt very happy". Zoe regarded it as her 
achievement and was encouraged to do well in writing. 
Rita and Jess obtained good results in their assignments. Rita received an A- in 
her essay; this motivated her to work hard on subsequent assignments. Jess revealed 
her quest for achievement. "When I have experienced the sense of achievement, I 
want to get another". Jess "obtained the highest mark in her assignment" in the class. 
She then wished to "get the highest grade for [her] next assignment". 
All participants recognized achievement as a motivating force and they strived 
“ to master the language. Achievement and motivation were related in an interactive 
way, having a reciprocal nature (Gardner, 1985a; Lai, 2000) (section 2.2.2.1, 
2.8.2.3.1). Throughout the primary, secondary and tertiary level, achievement was an 
influential force accelerating the participants' level of motivation and upholding their 
English learning. 
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4.4.3,4 Extra-curricular Activities 
At the tertiary level, there were many extra-curricular activities held in campus 
to help the tertiary students to improve their English. As autonomous learning was 
also promoted, extra-curricular activities played a more significant role in motivating 
students than in primary and secondary school. Jess, Ella and Sally joined 
extra-curricular activities in English and they were even more motivated after doing 
so. 
Jess and Ella went to the English table organized by the college to help students 
improve oral English in an informal setting through inter-ethnic interaction. The 
English table was a weekly event held at night on campus. Local Chinese tertiary 
students, English-speaking students and native English speakers had dinner together 
and talked informally with each other in English on an assigned topic (e.g. football, 
^ traveling). 
Ella told the researcher that going to the English table had greatly influenced her 
motivation to leam English. Her faithful attendance showed her persistence in getting 
hold of the chances to improve her oral English as she found that there was a lack of 
opportunities to speak in the language in the university. Most of her classmates were 
reluctant to speak English outside class due to the social view of discouraging 
“ 
speaking English with local Chinese when not required, which might be perceived as 
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being proud (Richards, 1998). Therefore, she felt compelled to "find ways to 
compensate for the loss of chances". The activity enabled her to "discover [her] 
deficiencies and find ways to improve [her] shortcomings". 
Furthermore, she could get "real contact" with native English-speaking people. 
“I can talk more with the native English-speaking people so that I can leam how to 
speak English and understand their way of life and thoughts". 
In Ella's case, the English table provided her with the opportunity to speak 
English. Most importantly, she could interact with native English-speaking and 
cultivate an interest in their cultures as well. Thus, activities such as this could 
strengthen a student's motivation to learn English. 
Jess also went to the English table to help her practice oral English: 
I use English with all, even local Chinese. We are given a topic to discuss. 
Talking with local students, we may talk about where we live and what we study. 
Talking with international students, we may talk about where they come from 
and where they have been in Hong Kong, where they live now. It can really help 
me improve oral English. (Jess, Interview) 
The activity enabled her to use English "in a casual way" as they talked about 
daily life topics, e.g. football, tourism, religion on top of exchanging background 
information. She not only wanted to seize the chance to speak but also to speak well: 
I think if the international students cannot understand my English, or if I cannot 
understand the international students, I will be embarrassed. I don，t want to see 
this happens and I want to speak well. (Jess, Interview) 
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She hoped that she could communicate with others in English effectively. The 
interactions motivated her to improve and set goals for communication. The English 
table extended her English learning from English songs and novels into real-life 
communication. 
Sally also grasped the chance to improve English and joined the English debate 
team of the university. She indicated that the debate team was the primary source of 
her motivation at the tertiary level. She must master English well in order to deliver 
her arguments on a wide range of social issues. It motivated her to improve her 
English: ‘ 
They (the debate team members) know more words that I don 't know. So, I must 
learn more and more. Sometimes it is embarrassed as they know I am an 
English major but I don 't know the words they know. So, I now have to learn 
and learn. (Sally, Interview) 
In the debate team, she also discovered her weakness in vocabulary. The 
- participation motivated her to learn seriously. "The participation of the debate team 
helps me so. In the past, I didn't read English newspaper. But now I read and leam 
vocabulary". Joining the debate team, she improved a lot of aspects of English usage, 
e.g. organization of ideas, confidence in public speaking, analytical thinking. 
As seen from Ella, Jess and Sally's experience, extra-curricular activities 
provided students with additional chances to use English. When interacting with 
English-speaking people, one might develop an interest in other's cultures. 
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4.4.3.5 Tutorial Work 
At this stage, most of the participants were busy with their studies and 
extra-curricular activities, Zoe was the only one who still gave English tutorials to 
younger students. She taught a primary school girl. Sometimes Zoe encountered new 
vocabulary when teaching. She learned new words and did revision on some 
grammatical items so that she could teach well. Moreover, Zoe sometimes talked 
with the girl in English. She enjoyed the conversation as she felt less anxious when 
talking with a girl of a lower proficiency. This encouraged her to speak more in the 
language. ‘ 
4.4.3.6 Expectations of Others in the Community 
Rita was now an English major and she felt pressurized from it. "When others 
know that you are an English major, they must think that your English is excellent. 
‘ Others have some expectation on me". 
The community in general expected that the proficiency of an English major 
must be good. Rita also thought in the same way. Thus, she had to improve so that 
they could fulfill her own and others' expectations. This motivated her to improve 
her proficiency as well. 
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4.4.3.7 Parental Influence 
In previous stages, parental influence played an important role in affecting the 
participants' motivation to learn English. At the tertiary level, the participants were 
all grown-ups and could manage their studies. Some live in a hostel, like Rita, Jess 
and Zoe, spending less time with their parents. Thus, the role of parents became "less 
influential" (Ella). However, they still played a supportive role, as in secondary level, 
reflected in the following excerpt: 
My father always encourages me to buy books to read. He must pay me though 
he always claims that he has no money. So, I can read more books. Also, he is a 
postman and he encourages me to write to my foreign friends. He thinks that it 
is good for my writing. (Jess, Interview) 
In fact, her father was a postman and his command of English was not good. Yet, 
he still encouraged her to read and tried his best to suggest ways for her to improve. 
At this stage, parents usually took a supportive role instead of governing their 
- children's assignment or studies. 
Though Rita's parents wanted her to choose another major, she could now insist 
on her own preference to study English. It implied that the role of parents was far 
less absolute than in primary and secondary school. 
,1 
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4.4.3.8 Influence of Sibling 
Zoe's elder sister, a business major at the university, still played the role of a 
fellow English language learner as in her secondary level. For example, they 
discussed how to write an essay and do a presentation: 
She (Zoe 's sister) now has to write many essays. We still have interactions on 
how to write. My sister has to submit practical writings. Sometimes she will ask 
me to help her proofread. Then I will jot down some notes there and we may 
discuss the problems together and find out the correct usage. She asks me to 
commend on her presentations too. (Zoe, Interview) 
The sisters learned from each other. Zoe found this learning style was becoming 
more and more important as she realized the significance of self-learning. Her sister 
helped her extent her learning into the home and develop an autonomous learning 
style. 
4.4.4 Summary 
At the tertiary level, all of the participants also found themselves to be highly 
motivated to learn English. Some of them even found their motivation had reached 
the highest level yet they still wished to improve specific language skills, especially 
oral skills. Hence, they stressed autonomous learning at this level and engaged in 
learning activities for their own needs. 
At this level, they still showed a strong instrumental motivation (e.g. a desire to 
do well in courses, a concern about their future career); however, they also 
demonstrated a growing interest in the language and its cultures, promoting intrinsic 
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and integrative motivation, a desire to travel and acquire knowledge and develop 
socio-cultural understanding through inter-ethnic interactions and increased contact 
with English in different situations. 
The contextual factors affecting the motivation constructs at the tertiary level 
were their coursework, influence of classmates, achievement, extra-curricular 
activities, tutorial work, expectations of others in the community, influence of 
parents and sibling. Influences of coursework, classmates and expectations of others 
in the community arose as new contextual factors influenced the participants at the 
tertiary level. ‘ 
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CHAPTER 5 CONCLUSION 
5.1 Introduction 
The present study investigated the motivation constructs of five successful 
English language learners at three levels of formal education: primary, secondary and 
tertiary (one semester) levels. This chapter addresses the three guiding questions 
presented in Chapter One by synthesizing the findings and analysis discussed in 
Chapter Four at the different levels of schooling. Then, based on the findings and 
analysis, suggestions are made for teachers, parents and students to enhance the 
motivation of Hong Kong students to learn English. Lastly, the limitations of the 
present study and suggestions for further research are discussed. 
5.2 Guiding Question One: 
How was the motivation of these successful English learners constructed at primary, 
secondary and tertiary levels in Hong Kong (e.g. What people, experiences and other 
factors affected their motivation to learn English)? 
5.2_ 1 Motivation at the Primary Level 
At this early stage of schooling, all of the participants showed a strong extrinsic, 
instrumental motivation, focusing on preparing for examinations to meet the 
requirements of the school system and parents (section 4.2.1). This finding 
confirmed the significant role of instrumental motivation in an EFL setting as found 
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by Gardner and Lambert (1972) (section 2.3.1). At the primary level, English was 
taught as a subject and scarcely played a role in the participants' daily life. 
Nonetheless, one of the participants developed an interest in English through the 
interaction with her NET in a less formal story class. Even though her motivation 
was largely instrumental, an intrinsic motivation also played a role in encouraging 
her to learn English. This showed that extrinsic instrumental motivation and intrinsic 
motivation were not rivals (Deci at el., 1991) (section 2.4.2) and they could co-exist 
(Lai, 2000) (section 2.8.2.3.2). 
The participants' perceived level of motivation at the primary level varied. In 
particular, they had different opinion towards instrumental motivation. Two of them 
found themselves highly motivated as they valued the significance of instrumental 
motivation while the rest just described their motivation level as average and were 
‘ not satisfied with a pure instrumental drive (section 4.2.1). 
When considering the contextual factors which had affected the participants' 
motivation, the influence of teachers, achievement, examination pressure, 
extra-curricular activities and parental influence were found significant. 
As English learning concentrated on formal school learning at this level, the 
English teachers did play a significant role (section 4.2.2.1). They provided the 
It 
participants with chances to use English in class activities and discussions. The 
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opportunities of speaking in English were very valuable to the participants as they 
seldom interacted with others in English outside the classroom in the 
Cantonese-speaking community. Also, NETs further encouraged them to speak in 
English. Influenced by the social sanction against speaking English with local 
Chinese, with a connotation of showing off (Richards, 1998), some participants 
preferred talking with the NETs as they would not feel as "strange" as they 
sometimes did when speaking with the local Chinese. 
Achievement was another important motivating force at this level for these 
successful learners (section 4.2.2.2). It could take the form of praise from teachers 
and parents as well as academic success. The participants were motivated to do well 
in order to accomplish their goals. They also recognized a reciprocal relationship 
between achievement and motivation, which was consistent with the findings of 
“ L a i ' s (2000) and Gardner's (1985a) studies (section 2.2.2.1,2.8.2.3.1). 
In the examination-oriented English learning in Hong Kong, examination 
pressure was also identified (section 4.2.2.3). Some participants indicated that they 
strived to do well in examinations and revealed their strong desire for achievement, 
similar to the findings of Domyei's (1990) study in an EFL setting (section 2.3.2). 
Parents could also exert pressure on their, children's English learning. Some 
even inflicted physical punishment to force them to excel in examinations. While this 
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might have forced them to study, it may also harm their psychological health (Lau et 
al.，2003) and suppressed intrinsic interest in the language (Dornyei, 1994; Van Lier, 
1996). Some of the parents also encouraged their children to leam English well by 
softer means: teaching them their knowledge of English, learning English with them 
and being a role model for them even though their command of English was not good 
and just knew a limited number of English vocabulary (section 4.2.2.5). 
Limited by the narrow English learning context at this age, the factors 
contributing to their motivation centered on their schools (teachers, achievement, 
examination pressure and extra-curricular activities) and families (parental influence), 
where the children spent most of their time. 
•5.22 Motivation at Secondary Level 
At the secondary level, all of the participants perceived themselves as highly 
- motivated English learners and stressed their conscious effort to seize opportunities 
to leam English, in particular, outside the classroom (section 4.3.1). This also 
suggested that motivation might give rise to autonomous learning behaviour, which 
was similar to the finding in a local study by Spratt et al. (2002) (section 2.5.2). 
They were still instrumentally motivated to leam English as in primary level. 
Yet, at secondary level, they found more varied reasons for learning English 
including the interest in the language, a desire to travel, understand different cultures, 
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and acquire knowledge. All of them showed an interest in the language during 
secondary level through the increase in exposure to English (e.g. English literature, 
English movies, fictions and songs). Different types of motivation grew though they 
were still primarily motivated to leam due to a strong extrinsic, instrumental drive 
(e.g. doing well in examinations, achievement). Their motivation constructs 
expanded to include a hybrid of different orientations (section 4.3.2). 
Contextual factors identified at the primary level, including the influence of 
teachers, achievement, examination pressure, extra-curricular activities and parental 
influence, still played a role at the secondary level. There were also some new factors 
identified at the secondary level, awareness of weaknesses, influence of sibling, 
tutorial work and travel abroad experience. 
Teachers' influence was still found significant (section 4.3.3.1). They provided 
‘ the participants with opportunities to use English (e.g. interactive class activities, 
presentations) and encouraged them to leam. Moreover, the NET of one of the 
participants encouraged the participants to use English through social activities (e.g. 
going to English movies, chatting outside class), resulting in a rise in linguistic 
self-confidence in mastering the language through pleasant inter-ethnic interactions 
(Clement et al, 1994) (section 2.3.3). However,- teachers might not always inspire 
students in a positive way. At this stage, some of the participants experienced poor 
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teaching styles. Nonetheless, they were able to adapt in the process and developed an 
autonomous learning style to keep themselves motivated. It appears that, as 
suggested by Dornyei (1994), they had developed a strong sense of self-efficacy 
from past success in the language so that the negative impact was minimized. 
Achievement, in the form of academic success, was taken more seriously at the 
secondary level (section 4.3.3.2). Accomplishments could be viewed as a way to 
prove their ability; this exerted pressure on some participants and motivated them to 
leam the language well. It was highly likely related to the examination-oriented 
English learning where academic success was stressed. Also, awareness of 
weaknesses due to past failure in examinations could also push them to improve. 
Participating in extra-curricular activities in English, at this level, was more 
significant in motivating students to learn than in primary school. The participants 
‘ joined activities that provided them with opportunities to use English for 
communicative purposes (e.g. participating in drama performance, being an English 
ambassador, organizing activities in English). Accordingly, their confidence in using 
English was raised (section 4.3.3.5). 
As the participants matured, parental influence could play a supportive role. For 
example, some of the parents advised children on useful learning strategies and 
provided them with resources to leam. However, parents might de-motivate their 
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children to learn and suppress intrinsic motivation when they inflicted physical 
punishment (section 4.3.3.6). 
Within the family, a sibling could also play the role of fellow language learner 
and keep them motivated to learn (section 4.3.3.7). Moreover, a raise in the exposure 
of English, for example, engaging in tutorial work and traveled abroad, could also 
encourage them to learn further (section 4.3.3.8, 4.3.3.9). 
At the secondary level, the importance of seizing chances to use the language 
was recognized. The participants made a conscious effort to leam English outside the 
classroom and they valued the opportunities offered by their teachers and through 
extra-curricular activities. In addition, achievement and examination pressure still 
existed and awareness of weaknesses generated from poor results also played a role 
under the examination-driven English learning at school. In addition, parents now 
- played a supportive role of encouraging the participants to leam well. In one of the 
cases, a sibling also learned with the participant. Exposure to English in the 
community and abroad further encouraged some of the students to leam the 
language. 
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5.2.3 Motivation at Tertiary Level 
At the time of the present study, all participants were English majors in the 
university. They found themselves highly motivated as in secondary level (section 
4.4.1). Even though they had now attained a high level of English proficiency and 
were not required to take English language enhancement courses, they wished to 
improve further and were very aware of the importance of autonomous learning. 
They became more autonomous in English learning in that they could set specific 
language goals and language learning activities to enhance language learning 
(Dickinson, 1995) (section 2.5.1). Self-learning was encouraged in the university 
where self-learning and they were willing to take the advantage of the resources 
provided as they were motivated to leam English. It suggested the finding at 
secondary level about motivation might bring about autonomous learning (Spratt et 
- al., 2002) was further confirmed at the tertiary level (section 2.5.2). 
At this level, the participants still showed a strong inclination toward an 
extrinsic, instrumental motivation, for example, doing well in courses, preparing for 
a career in the future, peer pressure, lining up to the expectations of others in the 
community. Yet, they also revealed a growth in the interest in the language and its 
culture, which means a rise in an intrinsic and integrative mode of motivation, too. 
They learned English for various reasons, e.g., social-cultural understanding, 
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traveling and acquiring knowledge (section 4.4.2). 
The contextual factors that influenced their motivation at this level included 
coursework, influence of classmates, achievement, extra-curricular activities, tutorial 
work, expectations of others in the community, influence of parents and sibling. 
At the tertiary level, there was not an examination system for English learning. 
Also, when the study was conducted, they had only been at the university for a 
semester. Hence, the impact of examination pressure at this level was not clear. The 
participants' motivation was related to their coursework, extra-curricular activities, 
achievement, tutorial work etc. Some were enthusiastic about seizing opportunities 
available inside the class to interact with others in English and some were willing to 
take the chance to join extra-curricular activities in English to improve their language. 
It showed the importance of the willingness to utilize the opportunities available in 
- the university (e.g. extra-curricular activities, interacting with international students). 
Through these opportunities to use English, the participants were further encouraged 
to improve their proficiency (section 4.4.3.1，4.4.3.4). The participants also valued 
the praise from their instructors and good grades obtained from their assignments 
(section 4.4.3.3). This further encouraged them to leam well. Also, the participant 
took up tutorial work and learned new vocabulary- when teaching (section 4.4.3.5). 
“ 
They were also motivated by pressure from their classmates as well as the 
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expectations of others in the community. Since their classmates were English majors 
who were also good at the language, some participants felt pressurized to achieve the 
same as their classmates. Meanwhile, being an English major, others in the 
community had a high expectation on their command of the language. It was also 
another force to push them to improve (section 4.4.3.2, 4.4.3.6). 
Parental influence was less strong as the participants spent less time with them. 
Some were living in the hostel and some were busy with extra-curricular activities. 
Yet, parents could also play a supportive role in encouraging their children to leam 
well (section 4.4.3.7). The influence of a sibling also existed to act as a fellow 
language learner to help the participant develop a self-learning style (section 4.4.3.8). 
At the tertiary level, the participants valued and deliberately took advantage of 
opportunities available inside and outside classroom to enhance their language 
- learning and keep them motivated. Pressure from their classmates and the 
expectations of others in the community could also further push the students to 
improve. Within a family, parents and sibling could also play a supportive role in 
motivating students to learn the language well. 
丨 I 
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5.3 Guiding Question Two: 
How and why did patterns of motivation to learn English evolve and emerge 
throughout formal education? 
5.3. J Perceived Level of Motivation 
At the primary level, some participants found themselves motivated English 
learners but some did not find themselves motivated to leam (section 4.2.1). At the 
secondary level, their motivation grew and they all found themselves highly 
motivated (section 4.3.1). The high motivation was maintained till the tertiary level, 
at which some participants even revealed that their motivation had reached the 
highest level (section 4.4.1). In other words, starting with an average to high level of 
perceived level of motivation, it rose continually when the participants progressed to 
another higher level of formal education. 
- 5.3.2 Reasons for Learning English 
At the primary level, all of the participants learned English with a strong 
extrinsic, instrumental motivation to pass examinations and meet their parents and 
schools' requirement (section 4.2.1). Only one participant revealed an intrinsic 
motivation. Two participants found themselves highly motivated as they recognized 
the role of instrumental motivation in their English learning; yet, the other three did 
not think that they were very motivated as they now commented that being purely 
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instrumentally motivated was not qualified enough to be highly motivated. 
At the secondary level, all participants found their motivation to be higher. It 
was because they not only made an effort to prepare examinations but also developed 
an interest in the language and its culture. They learned English for many other 
reasons (e.g. for traveling, social-cultural understanding and acquiring various 
knowledges). The broadening of the reasons to leam the language well was initiated 
by the participants' deliberate increase in exposure to English, e.g. enjoying English 
literature, movies and songs, traveling abroad, getting different fields of knowledge 
in English for improving their mastery of the language. At this level, extrinsic 
instrumental motivation (i.e. pressure from achievement and examination) still 
played a primary role in English learning due to the intense examination pressure. 
However, intrinsic and integrative motivation, as well as travel, knowledge 
‘ orientation grew at the same time through increased contact with the language (e.g. 
inter-ethnic interaction, media,), which provided the participants with a wider source 
of motivation and further raised the participants' motivation level (section 4.3.2). 
At the tertiary level, the participants' level grew further and was reported to be 
high or the highest. The participants' intrinsic interest in the language and its culture, 
as well as a desire for traveling and getting varied knowledge grew though an 
extrinsic instrumental motivation to do well in their studies and prepare for a future 
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career was still the primary source of motivation. Their learning of the language was 
strengthened by their deliberate and conscious effort to take the advantage of the 
chances to use English both on and off campus. They chose activities related to their 
own needs (e.g. joining the English debate team, interethnic communications in 
English table, going to watch English movies, participating in activities with 
international students). This increased their exposure to English and the inter-ethnic 
use of the language further raised their level of motivation (section 4.4.2). 
The participants' level of motivation rose with their formal schooling. The key 
point of the increase in the motivation was that their exposure to and interactions 
with others in the language grew. Hence, their source of motivation was widened and 
strengthened. They were more motivated to learn the language. 
5 J J Contextual Factors 
‘ At the primary level, the contextual factors identified centered on the influence 
of teachers, achievement, examinations, extra-curricular activities as well as parental 
influence (section 4.2.2). It was because English learning was largely confined to 
schools and families. The children learned English to fulfill the requirement of the 
education system, which was heavily examination-oriented. Hence, achievement and 
examination pressure were influential in raising-their motivation. As local students 
mainly learned English inside the classroom and English was not a part of their life, 
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the influence of teachers was a significant factor to motivate them to leam well. 
Furthermore, as the students were still young children at the primary level, they were 
under the supervision of parents. Though the parents were not well-educated and had 
a limited mastery of English, they also played a significant role to teach and leam 
with them. 
At the secondary level, the five factors identified at the primary level were still 
significant as the English learning was heavily examination-oriented and teacher-led. 
Thus, influence of teachers, achievement, examination pressure were important 
motivation constructs at the secondary level (section 4.3.3). However, as the 
participants grew up, some parents played a less influential role but being supportive 
to motivate them. Yet, some still inflicted physical punishment upon their children; 
this inhibited the participant from learning English. Extra-curricular activities 
“ became more important at this stage as the participants could join the activities and 
perform leadership roles in senior forms. They also had more chances to interact with 
local English teachers and NETs. When the participants became more all-rounded, 
the contact of English was widened to tutorial work and traveling with a rise in their 
English proficiency. 
At the tertiary level, there were several new factors that were identified: 
influence of classmates, coursework, and expectations of others in the community 
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(section 4.4.3). These were highly related to the change of the learning contexts of 
the participants. They became English majors at this level, so they wanted do well in 
major courses. Also, they were learning with classmates who were as proficient as 
them. Hence, they were encouraged to improve as they wanted to be better than their 
classmates. Moreover, members of the wider community also expected a high level 
of English proficiency from an English major and this was a source of pressure, too. 
Other factors found in secondary level still existed: achievement, extra-curricular 
activities, tutorial work, influence of parents and sibling. Achievement, in terms of 
praise and grades, encouraged the participants to keep up improving their command 
of the language. Extra-curricular activities provided the participants with chances to 
use English and interact with English-speaking people. Tutorial work encouraged the 
participant to learn more vocabulary. Parents still played a supportive role and sibling 
also acted as a fellow language learner. However, the influence of teachers and 
examinations were not clear due to the short period of investigation in the tertiary 
level and the change of the learning context in the university to be more autonomous. 
Also, as the data collection took place during the first semester of the participants' 
university life, they did not yet have travel experience during this short period. Hence, 
the impact of travel experience was uncertain. 
“ 
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5.4 Guiding Question Three: 
What were the implications for teachers, parents and students to help raise the 
motivation to learn English? 
What can we learn from these successful English language learners in relation 
to motivation? Based on the findings, the following section offers some suggestions 
for teachers, parents and secondary/post-secondary students. 
5.4.1 Primary Level 
5.4.1 J English Teachers 
• Due to the positive impact of the award system and praising (section 
4.2.2.2), when appropriate, English language teachers should praise 
students for their strengths and give out awards to students who achieve 
well or show improvement, providing them experience of success (Dornyei, 
‘ 2001b) so that they can build up confidence in mastering the language 
through accomplishment, 
• It was found that giving students chances to speak English in English 
lessons (section 4.2.2.1) and extra-curricular activities (section 4.2.2.4) 
could help encourage students to learn the language well. Accordingly, it is 
, r ecommended that the teachers organize more interactive activities and get 
students involved in the class (Dornyei, 2001b) so that they have more 
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opportunities to interact with others in English. The teachers may design 
personalized learning activities which promote meaningful exchanges in 
the language. 
• Moreover, it is suggested that the teachers should increase the 
communicative use of the language with students when carrying out 
extra-curricular activities instead of giving instructions in Cantonese for 
activities that do not capture the interest of students (e.g. monotonous 
recitation of poems or songs whose meaning is unclear to students) (section 
4.2.2.4). 
5.4.1.2 Parents 
• As physical punishment could bring serious psychological harm, parents 
should try not to inflict any degree of physical punishment on their 
. children. They should not exert too much examination pressure on their 
children, too (section 4.2.2.5.1, 4.2.2.5.2). 
• Instead, parents could encourage them to leam in softer ways (section 
4.2.2.5.3, 4.2.2.5.4): teaching and learning English together in their daily 
lives. Parents do not need to be proficient in the language; they could learn 
alongside their children. 
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5.4.2 Secondary Level 
5.4.2.1 English Teachers (in general) 
• Again, at this level, the participants found that language activities which 
could provide them with chances to interact with others in English were 
effective in encouraging them to leam it well (section 4.3.3.1). It is also 
very valuable as local students seldom have contact with English outside 
the classroom. Thus, the teachers should offer students more chances to 
interact in English inside class so as to bolster their perceived ability to 
master-the language. They may try to encourage students to speak in the 
language through varied styles of activities (e.g. games, personalized 
exchange, imaginary) (Dornyei, 1994). 
• Teachers should design English extra-curricular activities with a high 
. proportion of opportunities to talk with others in the language (section 
4.3.3.5), which involve a pragmatic communicative purpose in real life (e.g. 
organizing activities for the school, exchanging personal ideas and 
preference, film show and sharing). 
• As seen from the success of the award-bearing reading scheme as reflected 
by one of the participants (section 4.3.3.2), more award-bearing language 
activities other than examinations and quizzes can be arranged to provide 
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students with various ways to build up confidence and motivation. These 
activities could be particularly useful for those less successful learners who 
do no do well on examinations. The teachers can strike a balance between 
demanding and manageable tasks for the students so that both high and low 
achievers may have a chance to do well in language learning tasks and 
experience success. 
5.4.2.2 Native English-speaking Teachers (NETs) 
• The NETs are well placed to promote students' interest in different cultures. 
As they come from different countries, they can introduce their own culture 
(e.g. practice, festivals) and pragmatic features of discourse to the students 
to initiate their interest in their way of life. They may arrange outings or 
social activities through English clubs to provide students with opportunity 
. to interact with them in a social occasion. 
• They should also try to introduce students to English literature, music and 
movies so that the students can have the chance to develop an interest and 
appreciation of English-speaking culture. They may enjoy social-cultural 
events (e.g. opera, drama, movies) and discuss the contents with students 
(section 4.3.3.1). 
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5.4.2.3 Parents 
• Parents can play a supportive role by encouraging their children to learn, 
e.g. giving them learning resources (books) and watching English TV 
programmes together (section 4.3.3.6.1). 
• They should not inflict physical punishment as it can stifle their children's 
intrinsic motivation to learn English (Dornyei, 1994; Van Lier, 1996) and 
result in long-term psychological and physical harm (section 4.3.3.6.2). 
5.4.14 Students 
• The participants in the present study stressed the conscious effort of seizing 
the chance to use English (section 4.3.1). Inside class, secondary school 
students can try to participate more often in English lessons and interact 
with both local Chinese teachers and NETs. They may try to focus on 
- communication in the language and accept that mistakes are essential in 
language learning (Dornyei, 1994). 
• Outside class, students should expose themselves to English through the 
media (e.g. TV programmes, movies, songs) and literature, as a kind of 
entertainment. These ways could help them develop various goals to leam 
English well, e.g. interest in the language and its culture, sociocultural, 
traveling and knowledge orientations, other than the pure instrumental 
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drive to do well in examinations. It could then help broaden the source of 
motivation. 
• Students should also develop self-learning strategies to meet their own 
needs. This can help them to cope with when they find themselves in 
language lessons with teachers of a teaching style that does not suit them. 
• At home, students may try to talk with siblings or friends of a similar age 
in English so that both can improve the language (section 4.3.3.7). They 
need not be proficient in the language so long as they can talk with others 
in English. They can help evaluate others' performance. 
5.4.3 Tertiary Level 
At this level, the participants in the present study did not take any English 
language enhancement course in the university. Hence, this section does not include 
„ advice for English language instructors. Instead, advice is given for institutions, in 
general. 
5.4.3.1 Institutions 
• Universities may provide more chances for local students to interact with 
international students so that it is easier for them to have contact with 
English-speaking people from different countries. With an increased 
number of international students and specific activities designed for 
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inter-ethnic exchanges, students who are reluctant to use English might 
overcome their fears about interacting with English language speakers 
(section 4.4.1). 
• The associations of international students may organize more activities to 
promote inter-ethnic communications and cultural exchange so that 
students can build up self-confidence and raise their interest in intercultural 
communication (section 4.4.2.3). 
5.4.3.2 Parents 
• Parents, as in the secondary level, may show their children support in their 
studies through encouragement. Regardless of their own language 
proficiency, they could provide advice and resources for their children to 
leam English (section 4.4.3.7). 
„ 5.4.3.3 Students 
• Tertiary students should take advantage of the opportunity to improve their 
language proficiency. The opportunities are there as indicated by the 
participants (e.g. English debate teams, English enhancement workshops, 
activities for interacting with international students). They may try to go to 
these activities and interact with others in English (section 4.4.1，4.4.3.4). 
• They should also adapt to autonomous learning. They may identify areas to 
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improve and set realistic and manageable learning goals. They may utilize 
the resources at the self-access center and design a learning plan with 
specific time frame and immediate goals to achieve purposeful, 
individualized language learning (section 4.4.1). 
5.5 Contributions of the Present Study 
The present study adopted a retrospective longitudinal qualitative multiple-case 
design to explore the L2 motivation of successful English learners at different stages. 
The qualitative and longitudinal study successfully addressed motivation as a 
dynamic and developmental nature, synthesizing various theories and approaches to 
understand the phenomenon. The motivation constructs of these learners developed 
from purely instrumental and into a blend of various kinds of motivation (e.g. 
knowledge, social-cultural, travel-related motivation) though instrumental motivation 
. still played a dominant role throughout in this EFL context. Starting with an average 
to high level of motivation, the participants' perceived level of motivation rose as 
they progressed through their years of formal education. 
It suggested that it was possible to raise the level and sources of motivation 
during the course of learning through an increase in contact with the language. This 
could promote linguistic self-confidence and foster interest in the language and its 
It 
cultures. Various contextual factors (e.g. influence of teachers, parents, examination, 
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achievement) also contributed to the development of motivation. 
In this longitudinal qualitative study, the developmental patterns of motivation 
of the local students were proposed and the factors contributing to their development 
were examined. In particular, the present study paid attention to the contextual 
factors in shaping L2 motivation in Hong Kong, revealing specific factors and 
aspects relevant to the motivation constructs in the local context (e.g. parental roles, 
achievements, extra-curricular actitivies). 
Furthermore, the findings also generated implications for local teachers and 
researchers, suggesting ways to formulate a more effective pedagogical approach to 
boost the motivation of students at different stages of formal education. 
5.6 Limitations of the Present Study 
The present study investigated five successful English learners' motivation 
- constructs through interviews, questionnaires and narratives. However, it is a small 
scale qualitative multiple-case study, the generalisability of the results is limited. 
窀 
Also, due to the limited time and resources, the survey data could not be fully 
utilized to give an overview of the motivation of a large group of successful English 
learners to enhance generalisability. 
Furthermore, the data for primary and secondary level were collected from the 
memory recall of the participants. There must be some learning experiences missing 
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from their memory and some of their recollections may be inaccurate (Yin, 2003b). 
Also, the information collected for tertiary level was confined to the first semester. 
Other factors affecting their motivation may be found in their later years of studies as 
well as in their career-years. In addition, all of the data was collected from the 
participants. The view of their motivation constructs is limited to the learners' 
perception (Merriam, 1988). 
Moreover, due to the imbalance of females and males in the English Department 
and the selection criteria set for selecting successful learners, the five participants 
were all girls. It might be a different picture for male English learners in relation to 
motivation. 
5.7 Suggestions for Future Studies 
It is suggested that in the future, longitudinal studies can be carried out to follow 
, students from the time they enter school until they graduate from university. A study 
of this nature would address students' developmental motivation constructs so that 
the patterns of evolution can be obtained at that period of time instead of relying on 
memory recall. 
Also, information can be collected from the participants' teachers and parents to 
provide a more comprehensive picture of a student's motivation constructs. 
With regard to the selection of the participants, it is recommended that some 
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male learners should be included to reveal their motivation constructs. 
5.8 Summary 
The present study explored the developmental motivation constructs of five 
successful English learners at the primary, secondary and tertiary levels. It provided 
an understanding of a longitudinal development of the participants' motivation in the 
local context. This chapter addressed the guiding questions, incorporating the 
findings and analysis at these three levels. It was found that instrumental motivation 
played a major role at these three stages under the examination-oriented education. 
The source of motivation was broadened when the participants increased their 
exposure to English. They also showed a certain level of interest in the language and 
culture at later stages, blending intrinsic, integrative, travel, socio-cultural and 
knowledge-oriented motivation. The study also paid attention to contextual factors. It 
. was found that the influence of teachers, parents, examination pressure, achievement 
and extra-curricular activities were significant in the participants' early English 
learning before they entered the university. Traveling experience and tutorial work 
were also found influential in affecting motivation at the secondary level. The 
influences of coursework, extra-curricular activities, tutorial work, expectation of the 
community, achievement were significantly paramount at the tertiary level. 
According to the above findings, the chapter also suggested some concrete 
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advice for local English teachers, parents and students at different stages of formal 
education to help raise L2 motivation. Moreover, contributions and limitations of the 
present study and directions for future studies were addressed. 
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Appendix A Questionnaire 
English Majors* Motivation to Learn English 
Part 1 Personal Information (*to be kept strictly confidential) 
Please fill in the items and put a tick “ V “ in the appropriate boxes. 
1 • Name: (English) (Chinese) 
2. Age: 3. Sex: • M • F 4. Year of Study: • • • 3 � � • Other: 一 
5. Place of Birth: 口 Hong Kong 口 Mainland China • Other: 
6. How long have you been living in Hong Kong? years 
7. Contact phone number: (Home/Hostel) (Mobile) 
8. Email address: 
9. What is your mother tongue? 
• Cantonese 口 Putonghua • English • Others, please specify: 
10. What languages do you use at home? (You may choose more than one option.) 
• Cantonese • Putonghua • English • Others, please specify: 
11. What languages does your mother know? (You may choose more than one option.) 
• Cantonese • Putonghua • English • Others, please specify: 
12. What languages does your father know? (You may choose more than one option.) 
• Cantonese • Putonghua • English • Others, please specify: 
13. How long have you been learning English? years 
14. Have you studied some other foreign languages in addition to English? • Yes • No 
If YES, which foreign language(s) have you studied? 
How long have you studied the foreign language(s)? 
15. Have you ever lived or studied abroad? • Yes • No 
If YES, When? Where? For how long? 
16. What is the name of the secondary school that you attended? 
17. What was the medium of instruction (language used) at your secondary school? 
] C a n t o n e s e 口 Putonghua • English 口 Other, please specify: 
18. Which stream did you study at secondary school? (You may choose more than one option.) 
• Science • Arts • Commerce • Others: 
19. What grade did you receive in the AS Use of English Examination? 
• A • B • C • D • E • Other: 
20. What grade did you receive in the CE English Language Examination? 
• A • B- • C • D • E • Other: 
21. How did you rank the English programme at CUHK in your JUPAS application? 
• ist • 2"' • 3rd • 4th g 5th • Other: 
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Part 2 Use of English during Secondary School 
Please indicate your answers to the following questions by putting a tick “ V “ in the appropriate 
box for each question. 
Rarely Seldom Sometimes Often Always 
1. How often did you speak English with 
your parents or relatives? • • • • • 
2. How often did you speak English with 
your classmates or friends? • • • • • 
3. How often did you read newspapers, 
magazines or books in English? • • • • 口 
4. How often did you write essays or diaries 
in English? • • • • • 
5. How often did you listen to the radio or 
songs in English? • • • • • 
6. How often did you watch movies or TV 
programmes in English? • • • • 口 
7. How often did you join English-related 
extra-curricular activities? • • • • 口 
8. How often did you speak English with the 
local English teachers (both inside and 
outside classroom)? • • • • • 
9. How often did you speak English with the 
Native-English Teachers (both inside and 
outside classroom)? • • • • • 
“ 
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Part 3 Motivation and Attitude towards Learning English at Secondary School' 
Please indicate your opinion by putting a tick “ V ” in the appropriate box for each statement. 
Strongly Slightly Partly Strongly 
disagree Disagree disagree agree Agree agree 
1. Studying English was important to me 
because it would enable me to know more 
about various cultures and peoples. • • • • • • 
2. It was important for me to know English in 
order to know more about the life of the 
English-speaking nations. • • • • • • 
3. I always felt that my classmates spoke 
English better than I did. • • • • • • 
4. If my teacher had wanted someone to do an 
extra English language assignment, I would 
certainly have volunteered. • • • • • • 
5. Studying English was important to me 
because I wanted to travel to 
English-speaking countries. • • • • • • 
6. It embarrassed me to volunteer answers in 
English in English language lessons. • • • • • • 
7. If it had been up to me, I would have 
dropped English. • • • • • • 
8. Studying English was important to me 
because I wanted to do well in my studies. • • • • • • 
9. English was an important subject in the 
secondary school programme. • • • • • • 
10. I found studying English very interesting. • • • • • • 
11. Studying English was important to me 
because an educated person is supposed to 
be able to speak English. • • • • • • 
12. I felt calm and confident when I talked to 
native English-speaking people. • • • • • • 
13. Studying English was important to me 
because it would help when traveling. • • • • • • 
‘ T h e scales used in Part 3，4，5 and 6 are adapted from the motivation questionnaire used by Clement, D5myei and 
Noels (1994) and the Attitude/Motivation Test Battery by Gardner (1985). 
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Part 3 Motivation and Attitude towards Learning English at Secondary School (Con，t) 
Please indicate your opinion by putting a tick “ V “ in the appropriate box for each statement. 
Strongly Slightly Partly Strongly 
disagree Disagree disagree agree Agree agree 
14. I frequently revised the English items 
taught in English language lessons. • • • • • • 
15. When I had to speak English on the phone, 
I easily became confused. • • • • • • 
16. Studying English was important to me 
because I wanted to meet foreigners with 
whom I could speak English. • • • • • • 
17. It was important for me to know English in 
order to be more Westernized. • • • • • • 
18. I was afraid that my classmates would laugh 
at me when I spoke English in class. • • • • • • 
19. Studying English was important to me so 
that I could read books, newspapers or 
magazines in English. • • • • • • 
20. I wanted to know more native 
English-speaking people. • • • • • • 
21. It was important for me to know English in 
order to think and behave like Westerners. • • • • • • 
22. Studying English was important to me 
because I wanted to make friends with 
. f o r e i g n e r s . • • • • • • 
23. I seldom joined any extra-curricular 
activities in English. • • • • • [ 
24. Studying English was important to me 
because I would need it for work/studies in 
the future. • • • • • • 
25. I really liked learning English. • • • • • • 
26. Studying English was important to me 
because it would enable me to leam about 
the English world. • • • • • • 
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Part 3 Motivation and Attitude towards Learning English at Secondary School (Con，t� 
Please indicate your opinion by putting a tick “ V ” in the appropriate box for each statement. 
Strongly Slightly Partly Strongly 
disagree Disagree disagree agree Agree agree 
27. It was important for me to know English in 
order to better understand the 
English-speaking nations' behavior and 
problems. • • • • • • 
28. Studying English was important to me 
because I wanted to spend some time 
abroad. • • • • • • 
29. To be honest, I very often put less effort 
into my English language assignments. • • • • • • 
30. Studying English was important for me to 
be a knowledgeable person. • • • • • • 
31. I did not particularly like the process of 
learning English and I studied English only 
because I might need the language. • • • • • [ ! 
32. Studying English was important to me 
because I wanted to do well in public 
examinations related to the English 
language, e.g. Use of English, lELTS, 
TOEFL etc. • • • • • • 
33. I thought that native English-speaking 
. people were kind and friendly. • • • • • • 
34. Studying English was important to me 
because it would enable me to learn more 
about what was happening in the world. • • • • • • 
35. Considering how I studied English, I could 
honestly say that I did very little work. • • • • • • 
36. Studying English was important for me to 
broaden my horizon. • • • • • • 
37. Sometimes English was a burden for me. • • • • • [ 
38. I liked the way native English-speaking 
people behave. • . • • • • • 
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Part 3 Motivation and Attitude towards Learning English at Secondary School (Con，t) 
Please indicate your opinion by putting a tick “ V “ in the appropriate box for each statement. 
Strongly Slightly Partly Strongly 
disagree Disagree disagree agree Agree agree 
39. I got nervous and confused when I spoke 
English in English language lessons. • • • • • • 
40. Studying English was important to me 
because I wanted to understand films, TV 
programmes, radio or pop music in English. • • • • • • 
41. I thought that native English-speaking 
people were open-minded and modem. • • • • • • 
42. I never felt quite sure of myself when I was 
speaking English in English language 
lessons. • • • • • • 
43. Studying English was important to me 
because it would enable me to get to know 
new people from different parts of the 
world. • • • • • • 
44. I usually became uneasy when I had to 
speak in English in daily lives. • • • • • • 
45. If there had been native English-speaking 
families in my neighbourhood, I would 
have spoken English with them as much as 
possible. • • • • • • 
46. Studying English was important to me so 
that I could keep in touch with foreign 
friends and acquaintances. • • • • • • 
47. I did not feel embarrassed when I had to 
give directions in English to native 
English-speaking tourists. • • • • • • 
48. Studying English was important to me 
because without it I could not be successful 
in any field. • • • • • • 
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Part 4 Self-evaluation of English Proficiency 
Please indicate your answer by putting a tick “ V “ in the appropriate box. 
1. How would you rate your overall English language ability? 
• Very poor 口 Poor 口 Fair 口 Good 口 Very good • Excellent 
2. Complete the following sentences by circling the number in the appropriate column. 
1 = Not at all 2 = A little 3 = Fairly fluently 4 = Very fluently 5 = Like a native speaker 
a. I speak English. 1 2 3 4 5 
b. I understand English. 1 2 3 4 5 
c. I write English. 1 2 3 4 5 
d. I read English. 1 2 3 4 5 
Part 5 Satisfaction 
Please indicate your answer by putting a tick “ V ” in the appropriate box. 
1. Are you satisfied with your current level of English proficiency? 
• Not really • Could be better • It's all right • Yes • Definitely Yes 
Part 6 Desired English Proficiency 
Please indicate on the following scale the level of English that would satisfy you by putting a tick 
“V，，in the appropriate box. 
• Elementary • Pre-intermediate • Intermediate • Upper-intermediate • Advanced 
Part 7 Effort going to be put into Improving Your English in the University 
Please indicate your answer by putting a tick “ V “ in the appropriate box. 
1. How much effort will you put into improving your English proficiency in your coming 
university life? 
] A Little • Not much 口 A small amount • A considerable amount 口 A huge amount 
© Thank you for your participation. Your effort is greatly appreciated. © 
Reference: 
Clement, R.，Domyei, Z., & Noels, K.A., (1994). Motivation, self-confidence and group cohesion 
in the foreign language classroom. Language Learning, 44 (3), 417-448. 
Gardner, R. C. (1985). Social psychology and second language learning: The role of attitudes and 
motivation. London: Edward Arnold. 
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Appendix B Interview Protocols (Primary Level) 
English Majors^ Motivation to Learn English (Primary Level) 
Code: Date: 
Primary school English learning experiences (Approx. age range: 6-12) 
Please reflect on your English learning experiences at this age and answer the questions. 
English learning experiences at primary school 
1. What is the name of your primary school? What was the medium of instruction? 
Any differences for different subjects/levels? 
2. How was English taught in your primary school? Please describe a typical English 
lesson. How did you behave in English lessons? Any interactions between teachers 
and students? What were the percentages of teacher talk and student talk? In 
Cantonese or in English? How did the English lessons influence your learning of 
English at this age? 
3. Were there any extra-curricular or school activities in English at school (e.g. Speech 
festival, drama, reading scheme etc)? Did you join any? Did you join any activities 
in English outside school? Why or why not? How did these activities influence 
your learning English at this age? 
_ 4. Were you taught by a Native-English Teacher in your primary school? If yes, how 
did you feel about having a NET as a teacher? (If no, did you want to be taught by a 
NET?) How often did you communicate with the NETs inside/outside classes? 
How did you feel? Why? Did you communicate with any Native-English speakers 
apart from the NETs? If yes, how did you feel? How did they influence your 
learning of English at this age? 
5. When did you communicate with your local English teachers (and other local 
teachers) in English? How often? How did you feel when you communicated with 
them in English? Why? Any differences when compared with your communication 
with the NETs? How did they influence your learning of English at this age? 
6. Did the English teachers or the school encourage you to leam English? How and 
why? Or why not? How did you feel about it? How did they influence your learning 
of English at this age? ‘ 
7. Were there any English learning experiences related to your primary school life at 
this stage that you would like to share with me? 
217 • 
English learning experiences related to your family 
1. Did your family members know English? Did they communicate with others in 
English, e.g. at work, in social life, or in the neighbourhood etc? Did they speak 
with you? When? 
2. Did your parents encourage you to learn English at this age? How and why? Or 
why not? What is the education level of your parents? How did they influence your 
learning of English at this age? 
3. Were there any English learning experiences related to your family life at this stage 
that you would like to share with me? 
English Usage at this age range (approx. 6-12) 
1. (a) When did you use (speaking, listening, writing and reading) English for 
academic purposes/studies? e.g. at home, school, extracurricular activities, tutorial 
school etc. 
(b) With whom? e.g. parents, teachers, classmates, maids etc. 
(c) In what aspect? e.g. doing exercises, watching cartoons, movies, reading books 
etc. 
(d) What percentage of your day was spent in academic English? 
2. How did you feel when you used English in the situations you mentioned? How did 
the uses of English in the occasions mentioned influence your learning of English at 
this age? 
3. (a) When did you use (speaking, listening, writing and reading) English for 
_ NON-education/studies purpose, i.e., social English (private/personal 
communication, travel and work)? e.g. at home, school, extracurricular activities, 
tutorial school etc. 
(b) With whom? e.g. parents, teachers, classmates, maids etc. 
(c) In what aspect? e.g. doing exercises, watching cartoons, movies, reading books 
etc. 
(d) What percentage of your day was spent in social English? 
4. How did you feel when you used English in the social discourse you mentioned? 
How did the uses of English in the occasions mentioned influence your learning of 
English at this age? 
5. Did any people at home, school or elsewhere or any experiences influence your 
learning of English at this age? Please be specific. 
6. Were there any English learning experiences related to your English usage at this 
stage that you would like to share with me? 
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Attitudes towards English at this age range (approx. 6-12) 
1. What were your attitudes towards learning English at this age? 
2. What were your attitudes towards the English language? How did people at home, 
school or elsewhere or any experiences influence your attitudes towards learning 
English and the English language? 
3. What were your attitudes towards English-speaking people? What experiences or 
people at home, school or elsewhere or any experiences influenced your views 
about English-speaking people? 
4. Were there any English learning experiences related to your attitudes towards 
English at this stage that you would like to share with me? 
Orientation and Motivation to Learn English at this age range (approx. 6-12) 
1. What were your reasons for learning English? 
2. How would you describe a motivating English learning environment for this age 
group? Were your English learning environments motivating ones? Why or Why 
not? How would you describe the English learning environment of Hong Kong at 
this age? Did you find a motivating English learning environment important to 
English learning in HK at this age? How? Which aspects were the most important? 
3. How would you describe a motivated English learner at this age? 
4. Were you a motivated English learner at this age? Why or why not? Were you a 
_ self-motivated English learner? Why or why not? What made you to be a 
motivated/self-motivated English learner at this age? What advice could you share 
with local students to help them be a motivated/self-motivated English learner in 
the HK context? 
5. What were the people, experiences or factors that motivated or encouraged you to 
put an effort into learning English? Please be specific. 
6. Were there any people, experiences or factors that de-motivated or hindered you 
from learning English at this age? Please be specific. 
7. Were you an active learner of English at this age? Why or why not? How much and 
what kind of effort did you devote to learn English? Please be specific. 
8. Did you think achievement (in what forms?) motivated you to learn English? Please 
explain. 
9. Did you think motivation could lead to achievement? Please explain. 
10. Did failure ever motivate you to improve your English? Please be specific. 
11. What were the factors that initiated and/or maintained your motivation to learn 
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English? What was the level of your motivation to learn English? Any changes 
within this age range? Did you find motivation important in your English learning 
at this age? Why or why not? How? 
12. Did you learn English successfully at this age? Why or why not? (What were the 
reasons for the success or failure?) What made you successful in learning English 
while some other students were not? 
13. Did you have any strategies for learning English at this age? (Or, how did you learn 
the English language well?) What advice could you share with local students to 
help them be a successful English learner in the HK context at this age? 
14. Were there any English learning experiences related to your motivation to learn 
English at this stage that you would like to share with me? 
Advice and Suggestions for improving English learning and teaching 
1. What suggestion would you give to local students, parents, teachers, schools etc to 
enhance motivation in the HK context? 
2. What suggestions would you give to local students, teachers, parents, schools etc to 
help enhance English learning in the local context? 
3. Are there any other experiences or suggestions about learning English at this age 
that you would like to share with me? 
© Thanks for sharing your thoughts with me! © 
� 
2 2 0 • 
Appendix C Interview Protocols (Secondary Level) 
English Majors，Motivation to Learn English (Secondary Level) 
Code: Date: 
Secondary school English learning experiences (Approx, age range: 12-19) 
Please reflect on your English learning experiences at this age range and answer the 
questions. 
English learning experiences/usage related to your home life at this age range 
1. Did your family members (e.g. parents, siblings, maids etc) communicate with 
others in English, e.g. at work, in social life, or in the neighbourhood etc? Did they 
speak with you in English? (Code-mixing? All in English?) How often and when? 
Did you seize the chance to speak with them in English? 
2. Did your parents (or family members) encourage you to learn English at this age? 
How and why? Any awards or punishment? How did they influence your 
motivation to learn English and your English language learning at this age? Any 
differences when compared with the time when you studied in primary school? 
How? Why? 
3. Did you use English (speaking, listening, writing and reading) for academic 
purposes at home? How often? With whom? In what aspects e.g. doing exercises, 
writing diary or essays, watching cartoons, movies, drama, listening to songs, 
reading books in English etc. How did you feel when you used English in these 
. situations? How did they influence your motivation to learn English and your 
English language learning at this age? What percentage of your day was spent on 
academic English at home? 
4. Did you use English (speaking, listening, writing and reading) for NON-academic 
purposes, i.e. social English (private/personal communication, entertainment, work) 
at home? How often? With whom? In what aspects e.g. doing exercises, writing 
diary or essays, watching cartoons, movies, drama, listening to songs, reading,^ 
hooks in English etc. How did you feel when you used English in these situations? 
How did they influence your motivation to learn English and your English language 
learning at this age? What percentage of your day was spent on social English at 
home? 
5. Were there any English learning experiences/usage related to your family life that 
had the greatest influence on your motivation to learn English and your English 
language learning during this age range that you would like to share with me? 
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English learning experiences/usage at secondary school 
1. What is the name of your secondary school? What was the medium of instruction? 
Any differences for different subjects/levels? (How did you cope with the change in 
the medium of instruction?) 
2. How was English taught in your secondary school? Please describe a typical 
English lesson. Any interactions between teachers and students? How did you 
behave in English lessons? What were the percentages of teacher talk and student 
talk? In Cantonese or in English? Any Code-mixing? How did the English lessons 
influence your motivation to 丨earn English and your English language learning at 
this age? 
3. Did you join or organize any extra-curricular activities in English at school (e.g. 
debate, speech festival, pen-pal, English newsletter, English societies etc)? Did you 
join or organize any activities in English outside school? Why or why not? Did they 
cost any? How did these activities influence your motivation to learn English and 
your English language learning at this age? Any differences when compared with 
the time when you studied in primary school? How? Why? 
4. Were you taught by a Native-English Teacher in your secondary school? If yes, 
how did you feel about having a NET as a teacher? (If no, did you want to be taught 
by a NET?) Did you communicate with the NETs? inside/outside classes/school? 
How often? How did you feel? Why? Did you seize the chance to speak with them? 
Did you communicate with any Native-English speakers apart from the NETs? If 
yes, how did you feel? How did they influence your motivation to learn English and 
_ your English language learning at this age? Any differences when compared with 
the time when you studied in primary school? How? Why? 
5. Did you communicate with your local English teachers (and other local teachers) in 
English? inside or outside classes/school? How often? Did you seize the chance to 
speak with them? How did you feel when you communicated with them in English? 
Why? Any differences when compared with your communication with the NETs? 
How did they influence your motivation to learn English and your English language 
learning at this age? Any differences when compared with the time when you 
studied in primary school? How? Why? 
6. Did you communicate with your classmates in English? Inside or outside 
classes/school? How often? Did you seize the chance to speak with them in English? 
Why? How did you feel when you communicated with them in English? How did 
they influence your motivation to learn English and your English language learning 
at this age? Any differences when compared with the time when you studied in 
primary school? How? Why? 
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7. Did the English teachers or the school encourage you to learn English? How and 
why? Any awards or punishment? How did you fee丨 about it? How did they 
influence your motivation to learn English and your English language learning at 
this age? Any differences when compared with the time when you studied in 
primary school? How? Why? 
8. Which study stream did you study in? Did the choice of study stream influence 
your motivation to learn English and your English language learning, or use of 
English? How and why? 
9. Did you use English (speaking, listening, writing and reading) for academic 
purposes at school? How often? With whom? In what aspects e.g. doing exercises, 
writing diary or essays, watching cartoons, movies, drama, listening to songs, 
reading books in English etc. How did you feel when you used English in these 
situations? How did they influence your motivation to learn English and your 
English language learning at this age? What percentage of your day was spent on 
academic English at school? 
10. Did you use English (speaking, listening, writing and reading) for NON-academic 
purposes, i.e. social English (private/personal communication, entertainment, work) 
at school? How often? With whom? In what aspects e.g. doing exercises, writing 
diary or essays, watching cartoons, movies, drama, listening to songs, reading 
books in English etc. How did you feel when you used English in these situations? 
How did they influence your motivation to learn English and your English language 
learning at this age? What percentage of your day was spent on social English at 
_ school? 
11. Were there any English learning experiences/usage related to your secondary school 
life that had the greatest influence on your motivation to learn English and your 
English language learning during this age range that you would like to share with 
me? 
2 2 3 • 
English learning experiences/usage at tutorial school 
1. Did you go to any English tutorial classes/schools at this age? Why or why not? 
When? How often? 
2. How was English taught in the tutorial classes/schools? Please describe a typical 
tutorial class? How many students were there in the tutorial class? Any interactions 
between teachers and students? How did you behave in the tutorial class? What 
were the percentages of teacher talk and student talk? In Cantonese or in English? 
Any Code-mixing? How did the tutorial class influence your motivation to learn 
English and your English language learning at this age? 
3. Were you taught by a Native-English Teacher in the tutorial classes/schools? If yes, 
how did you feel about having a NET as a tutorial teacher? Did you communicate 
with the NETs? inside/outside classes/school? How often? How did you feel? Why? 
Did you seize the chance to speak with them in English? How did they influence 
your motivation to learn English and your English language learning at this age? 
Any differences when compared with the time when you interacted with the NETs 
in secondary school? How? Why? 
4. Did you communicate with your local tutorial English teachers in English? inside 
or outside classes/school? How often? Did you seize the chance to speak with them 
in English? How did you feel when you communicated with them in English? Why? 
Any differences when compared with your communication with the NETs? How 
did they influence your motivation to learn English and your English language 
learning at this age? Any differences when compared with the time when you 
. interacted with the local teachers in secondary school? How? Why? 
5. Did you communicate with your tutorial classmates in English? Inside or outside 
the tutorial classes? How often? Did you seize the chance to speak with them in 
English? Why? How did you feel when you communicated with them in English? 
How did they influence your motivation to learn English and your English language 
learning at this age? Any differences when compared with the time when you 
interacted with the classmates in secondary school? How? Why? � 
6. Did the tutorial English teachers or the school encourage you to learn English? 
How and why? Any awards or punishment? How did you feel about it? How did 
they influence your motivation to learn English and your English language learning 
at this age? Any differences when compared with the time when you studied in 
secondary school? How? Why? 
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7. Did you use English (speaking, listening, writing and reading) for academic 
purposes in tutorial classes/schools? How often? With whom? In what aspects e.g. 
doing exercises, writing diary or essays, watching cartoons, movies, drama, 
listening to songs, reading books in English etc. How did you feel when you used 
English in these situations? How did they influence your motivation to learn 
English and your English language learning at this age? What percentage of your 
day was spent on academic English at tutorial school? 
8. Did you use English (speaking, listening, writing and reading) for NON-academic 
purposes, i.e. social English (private/personal communication, entertainment, work) 
in tutorial classes/schools? How often? With whom? In what aspects e.g. doing 
exercises, writing diary or essays, watching cartoons, movies, drama, listening to 
songs, reading books in English etc. How did you feel when you used English in 
these situations? How did they influence your motivation to leam English and your 
English language learning at this age? What percentage of your day was spent on 
social English at tutorial school? 
9. Were there any English learning experiences/usage related to your tutorial classes 
that had the greatest influence on your motivation to learn English and your English 
language learning during this age range that you would like to share with me? 
English learning experiences/usage in the community 
1. Did you use English (speaking, listening, writing and reading) for academic 
purposes in the community (outside school, tutorial school and home)? How often? 
_ With whom? In what aspects e.g. giving tutorials to others, English interest classes, 
writing diary or essays, watching cartoons, movies, drama, listening to songs, 
reading books in English in public libraries etc. How did you feel when you used 
English in these situations? How did they influence your motivation to learn 
English and your English language learning at this age? What percentage of your 
day was spent on academic English in the community? 
2. Did you use English (speaking, listening, writing and reading) for NON-academic 
purposes, i.e. social English (private/personal communication, entertainment, work) 
in the community (outside school, tutorial school and home)? How often? With 
whom? In what aspects e.g. giving tutorials to others, English interest classes, 
writing diary or essays, watching cartoons, movies, drama, listening to songs, 
reading hooks in English in public libraries etc. How did you feel when you used 
English in these situations? How did they influence your motivation to learn 
English and your English language learning at this age? What percentage of your 
day was spent on social English in the community? 
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3, Were there any English learning experiences/usage related to the community that 
had the greatest influence on your motivation to learn English and your English 
language learning during this age range that you would like to share with me? 
English learning experiences/usage outside Hong Kong 
1. Did you travel or study outside Hong Kong in some English-speaking environments? 
(If yes, please answer the rest of the questions in this section.) 
2. Where did you go? When? For how long? With whom? For what purposes? 
3. Did you go on an organized tour or travel independently? 
4. What was the purpose of your visit? (e.g. for study, family visit, or tourism) 
5. Would you tell me the details of the trip? 
6. Did you use English (speaking, listening, writing and reading) for academic 
purposes outside Hong Kong? How often? With whom? In what aspects e.g. doing 
exercises, writing diary or essays, watching cartoons, movies, drama, listening to 
songs, reading books in English in public libraries etc. How did you feel when you 
used English-in these situations? How did they influence your motivation to learn 
English and your English language learning at this age? What percentage of your 
day was spent on academic English outside Hong Kong? 
7. Did you use English (speaking, listening, writing and reading) for NON-academic 
purposes, i.e. social English (private/personal communication, entertainment, work) 
outside Hong Kong? How often? With whom? In what aspects e.g. doing exercises, 
writing diary or essays, watching cartoons, movies, drama, listening to songs, 
_ reading books in English in public libraries etc. How did you feel when you used 
English in these situations? How did it influence your motivation to learn English 
and your English language learning at this age? What percentage of your day was 
spent on social English outside Hong Kong? 
8. Were there any English learning experiences/usage related to your trips to 
English-speaking countries/cities that had the greatest influence on your motivation 
to learn English and your English language learning during this age range that you 
would like to share with me? 
•I 
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Attitudes towards English at this age range 
1. What were your attitudes towards learning English at this age? What were your 
attitudes towards the English language? How did people at home, school or 
elsewhere or any experiences influence your attitudes towards learning English 
and t h e English language? Any differences when compared with the t ime when 
you studied in primary school? How? Why? 
2. What were your attitudes towards English-speaking peoples/cultures? What 
experiences or people at home, school or elsewhere or any experiences influenced 
your views about English-speaking people? Any differences when compared with 
the time when you studied in primary school? How? Why? 
3. Were there any English learning experiences related to your attitudes towards 
English that had the greatest influence on your motivation to learn English and your 
English language learning during this age range that you would like to share with 
me? 
Orientation and Motivation to Learn English at this age range 
1. Did you have any specific goals regarding learning English e.g. speaking like a 
native speaker? If yes, did you have any plans to achieve the goals? Did you 
achieve the goals finally? 
2. Did your idea of using and 丨earning English change when you entered secondary 
school? How and why? 
3. Please describe a motivating English learning environment for this age group. Were 
_ your English learning environments motivating ones? Why or Why not? How 
would you describe the English learning environment of Hong Kong students at 
this age? Do you think a motivating English learning environment is important for 
Hong Kong students at this age? How? Which aspects were the most important? 
4. How would you describe a motivated English learner at this age? Did your idea 
change when you entered secondary school? 
5. Were you a motivated English learner at this age? Why or why not? Were you a 
self-motivated English learner? Were you an active learner of English at this age? 
Why or why not? What made you to be a motivated/self-motivated English learner 
at this age? What advice could you share with local students to help them be a 
motivated/self-motivated English learner in the HK context? 
6. What were the people, experiences or factors that motivated or encouraged you to 
put an effort into learning English? Please be specific. How much and what kind of 
effort did you devote to learn English? Did it last long? 
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7. Were there any people, experiences or factors that de-motivated or hindered you 
from learning English at this age? Please be specific. 
8. Did you think achievement (in what forms?) motivated you to learn English? Please 
explain. 
9. How would you think about the relationship between motivation and achievement 
of English learning? Any experiences that you would like to share with me? 
10. Did failure ever motivate you to improve your English? Any experiences that you 
would like to share with me? 
11. What were the factors that initiated and/or maintained your motivation to learn 
English? What was the level of your motivation to learn English? Any changes 
within this age range? Did you find motivation important in your English learning 
at this age? Why or why not? How? 
12. Did you learn English successfully at this age? Why or why not? (What were the 
reasons for the success or failure?) What made you successful in learning English 
while some other students were not in the Hong Kong context? 
13. Did you have any strategies for learning English at this age, say, for speaking, 
listening, writing and reading? And for other aspects? (Or, how did you study or 
learn the English language well?) What advice could you share with local students 
to help them be a successful English learner in the HK context at this age? 
14. Were there any English learning experiences related to your motivation to learn 
English during this age range that you would like to share with me? 
Advice and Suggestions for improving English learning and teaching 
1. What suggestions would you give to local students to enhance motivation to learn 
English and English learning/teaching in the HK context (both inside and outside 
school)? 
2. What suggestion would you give to parents to enhance motivation to learn English 
and English learning/teaching in the HK context? 
3. What suggestion would you give to teachers to enhance motivation to learn English 
and English learning/teaching in the HK context? 
4. What suggestion would you give to schools to enhance motivation to learn English 
and English learning/teaching in the HK context? 
5. Do you have any other suggestions to enhance motivation and English 
learning/teaching that you would like to share with me? 
© Thanks for sharing your thoughts with me! © 
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Appendix D Interview Protocols (Tertiary Level) 
English Majors，Motivation to Learn English (Tertiary Level) 
Code: Date: 
Tertiary level English learning experiences (At present) 
Please reflect on your English learning experiences at present and answer the questions. 
English learning experiences/usage related to your home life at present 
1. What are the education levels and occupations of your family members (e.g. 
parents, siblings, maids etc)? How do your family members influence your 
motivation to learn English, your English language learning and your use of 
English now? Any differences when compared with the time when you studied in 
primary and secondary school? If yes, in what ways? 
English usage related to your home life 
2. Do you use English at home? With whom? In what situations? How often? Which 
language skills do you use? For what purposes? Please give examples. How do you 
feel when you use English in these situations? How does your use of English 
influence your motivation to leam/improve your English and your English language 
learning now? What percentage of your day is spent using English at home? Any 
. differences when compared with the time when you studied in primary and 
secondary school? If yes, in what ways? Why? 
3. Are there any English learning experiences/usage related to your home life that 
have greatly influenced your motivation to learn/improve English, your English 
language learning and your use of English now? 
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English learning experiences/usage related to your university life 
1. Why did you choose English as your major at CUHK? Are you happy with your 
choice? Why or why not? 
2. Are you taking any courses to improve your English? Why or why not? Would you 
name a course that particularly motivates you to learn and use English? What 
aspects are the most motivating? How does the course influence your motivation to 
learn/improve English, your English language learning and your use of English 
now? 
3. Do you take steps to improve your English on your own? If yes, in what ways? 
How does it influence your motivation to learn/improve English, your English 
language learning and your use of English now? 
4. Have you been learning any other foreign languages apart from English? [refer to 
questionnaire] Why? For how long? 
5. Have you joined or organized any extra-curricular activities in English in this term? 
Why or why not? How do they influence your motivation to learn/improve English, 
your English-language learning and your use of English now? Any differences 
when compared with the time when you studied in primary and secondary school? 
If yes, in what ways? Why? 
6. Do you communicate with native-English speakers? With whom? In what situations 
and aspects? How do you feel? Do you seize the chance to speak with them? How 
do they influence your motivation to learn/improve English, your English language 
learning and your use of English now? Any differences when compared with the 
. time when you studied in primary and secondary school? If yes, in what ways? 
Why? 
7. Do you communicate with local Chinese in English? With whom? In what 
situations and aspects? How do you feel? Do you seize the chance to speak with 
them? How do they influence your motivation to learn/improve English, your 
English language learning and your use of English now? Any differences when 
compared with the time when you studied in primary and secondary school? If yes, 
in what ways? Why? 
8. Do you communicate with non-native English/non-Cantonese speakers in English? 
With whom? In what situations and aspects? How do you feel? Do you seize the 
chance to speak with them in English? Why? How do they influence your 
motivation to learn/improve English, your English language learning and your use 
of English now? „ 
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9. Do the teachers or the university encourage you to learn English? If yes, in what 
ways? How do you feel about it? In our department, there is a policy that we should 
speak English in the English-zone. Do you follow the policy and how do you feel 
about it? How does it influence your motivation to learn/improve English, your 
English language learning and your use of English now? 
English usage on campus (excluding the hostel) 
10. Do you use English on campus (excluding the hostel)? With whom? In what 
situations? How often? Which language skills do you use? For what purposes? 
Please give examples. How do you feel when you use English in these situations? 
How does the use of English influence your motivation to learn/improve English 
and your English language learning now? What percentage of your day is spent 
using English on campus (excluding the hostel)? Any differences when compared 
with the time when you studied in primary and secondary school? If yes, in what 
ways? Why? 
English usage in the hostel (for students who are living in hostel) 
11. Are there any non-local students living with you in the hostel? What languages do 
you use with them? Did you choose to live with a non-local student? Why? 
12. Do you use English in the hostel? With whom? In what situations? How often? 
Which language skills do you use? For what purposes? Please give examples. How 
do you feel when you use English in these situations? How does the use of English 
_ influence your motivation to learn/improve English and your English language 
learning now? What percentage of your day is spent using English in the hostel? 
13. Are there any English learning experiences/usage related to your university life 
(including the hostel) that have greatly influenced your motivation to learn/improve 
English, your English language learning and your use of English now? 
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English learning experiences/usage in the community at present 
1. Do you use English in the community (i.e. off campus & outside home)? With 
whom? In what situations? How often? Which language skills do you use? For 
what purposes? Please give examples. How do you feel when you use English in 
these situations? How does the use of English influence your motivation to 
learn/improve English and your English language learning now? What percentage 
of your day is spent using English in the community? Any differences when 
compared with the time when you studied in primary and secondary school? If yes, 
in what ways? Why? 
2. Are there any English learning experiences/usage related to the community that 
have greatly influenced your motivation to learn/improve English, your English 
language learning and your use of English now? 
English usage outside Hong Kong after graduated from secondary school 
1. Since secondary school, have you traveled or studied outside Hong Kong in some 
English-speaking environments? (If yes, please answer the rest of the questions.) 
2. Where did you go? When? For what purposes? 
3. Since secondary school, have you used English outside Hong Kong? With whom? 
In what situations? How often? Which language skills did you use? For what 
purposes? Please give examples. How did you feel when you used English in these 
situations? How did your use of English influence your motivation to learn/improve 
your English and your English language learning now? What percentage of your 
. day was spent using English when you were on the trips? Any differences when 
compared with the time when you studied in primary and secondary school? If yes, 
in what ways? Why? 
4. Were there any English learning experiences/usage related to your trips to 
English-speaking countries/cities that had the greatly influenced your motivation to 
learn/improve English, your English language learning and your use of English? 
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Attitudes towards English at present 
1. What are your attitudes towards learning English and the English language now? 
What are your attitudes towards English-speaking peoples/cultures now? Why? 
Any differences when compared with the time when you studied in primary and 
secondary school? If yes, in what ways? Why? 
2. What are your attitudes towards using English with native-English speakers, local 
Chinese and non-native English/non-Cantonese speakers? Why? Any 
differences when compared with the time when you studied in primary and 
secondary school? If yes, in what ways? Why? 
3. Are there any English learning experiences related to your attitudes towards 
English that have greatly influenced your motivation to learn/improve English, your 
English language learning and your use of English now? 
Orientation and Motivation to Learn English at present 
1. Do you have any specific goals regarding learning English now? (e.g. specific 
aspects that your would like to improve) What are your plans to achieve your goals? 
How far have you achieved them? 
2. Has your idea of using/learning the English language changed since you entered the 
university? If yes, in what ways? Why? 
3. Are your current English learning environments motivating ones? Why or Why not? 
How does your English learning environment influence your motivation to 
learn/improve English, your English language 丨earning and your use of English 
_ now? How would you comment on the English learning environment for tertiary 
students? 
4. Are you a motivated/self-motivated English learner? Why or why not? What makes 
you this way? What is the level of your motivation to learn English now? Any 
differences when compared with the time when you studied in primary and 
secondary school? If yes, in what ways? Why? 
5. Who are the people and what are the experiences or factors that initiate and/or 
maintain your motivation to learn English now? 
6. Are there any people, experiences or factors that de-motivate or hinder you from 
learning English now? How do you cope with them? Has failure motivated you to 
improve your English? 
7. Do you think achievement motivates you to learn English? How do you think about 
the relationship between motivation and achievement of English learning? 
8. Do you learn English successfully now? Why or why not? Do you have any 
strategies for learning English now, say, for speaking, listening, writing and reading? 
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What makes you more successful in learning English than many other students in 
Hong Kong? 
9. Are there any English learning experiences related to your orientation/motivation to 
learn English that have greatly influenced your English language learning and your 
use of English? 
Self-rating of English proficiency level�refer to the responses in the questionnaire] 
1. How do you rate your English language ability now? Why do you think so? Are you 
satisfied with your current level of English proficiency? What's your desired level of 
proficiency? Why? 
Future goals/use of English 
1. Do you foresee any changes in your use of English at home / on campus (excluding 
hostel) / in hostel / in the community? If yes, in what ways? Why? 
2. Do you foresee any changes in your motivation to learn English and your English 
learning? If yes, in what ways? Why? 
3. Do you have any future personal goals / academic goals / career goals that are related 
to English? Why do you have such goals? What are your plans to achieve the goals? 
How far have you achieved them? 
4. How important do you think English will be in your personal life / academic life / 
career path in the future? 
Advice and Suggestions for improving English learning and teaching 
1. What suggestions would you give to local university students to help them be 
successful learners and enhance their motivation to learn and use English in HK? 
2. What suggestions would you give to parents to enhance their children's motivation 
to learn and use English at the tertiary level in HK? 
3. What suggestions would you give to our department to enhance the motivation to 
learn and use English of English majors? 
4. What suggestions would you give to the university to enhance tertiary students' 
motivation to learn and use English and improve English learning/teaching in HK? 
5. What suggestions would you give to the society/government to enhance tertiary 
students' motivation to learn English and improve English learning/teaching in HK? 
� © Thanks for sharing your thoughts with me! © 
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Appendix E Cover Letter 
6th September 2004 
Dear English Majors, 
English Maiors，Motivation to Learn English 
I would like to invite you to join my study titled "English Majors' Motivation to 
Learn English". With a hope of finding possible ways to enhance students' motivation, I 
would like to explore the patterns of motivation of proficient local English learners at 
the tertiary level. In particular, I aim to see how motivation relates to English learning 
and achievement; therefore, English majors are ideal for this study. 
My study consists of a questionnaire, a short piece of writing (part of the 
requirement for ENG 1500) and tape-recorded interviews. Information from 
questionnaires and the short pieces of writing will provide a general view of the 
motivational patterns of English Majors. Then, a small number of respondents will be 
invited to participate in subsequent interviews. You are free to choose to participate in 
the study and it is not a compulsory activity. You are also free to decline to participate in 
it. Though I will ask for your name, contact phone numbers and email address for 
communication purposes, all your personal details and opinion will be kept strictly 
confidential. Each respondent will be assigned a code number; your identity will not be 
disclosed at any stage of the study. 
As an English major, your experiences of learning English are valuable. The 
information you provide may ultimately help Hong Kong students to improve their level 
of motivation and consequently, their mastery of English. It may help teachers find ways 
to motivate students in a more rewarding way. I sincerely hope that you can participate 
in the study and work for helping English learners in Hong Kong. 
Thank you very much. 
CHAN, Hoi Wing 
M.Phil Student, Applied English Linguistics, The Chinese University of Hong Kong 
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Appendix F Consent Form 
English Majors，Motivation to Learn English 
Consent Form 
I * n agree / H disagree to participate in the study entitled "English Majors' 
Motivation to Learn English" which is being conducted by Chan Hoi Wing, an M.Phil, 
student in the Department of English at the Chinese University of Hong Kong. The study 
will take place from Sept 2004 to July 2005. 
I understand the study will investigate the motivation of English majors to 
learn English. I understand that my answers to any questions will not have any influence 
on my class performance or my standing at the university. I may withdraw from the 
study at any time and refuse to answer any particular question. I may contact the 
researcher at any time to give my reactions and comments about the study. 
I understand that I will provide my name, phone numbers and email address 
but only the researcher will have access to the information. I understand that this 
personal information will be kept strictly confidential and may be used by the researcher 
to invite me to participate in subsequent interviews. 1 also know that once the study is 
finished, my personal information will be destroyed. If requested, the researcher will 
- give me the results of the study once it is complete. 
* Please put a tick “ V “ in the appropriate box. 
Signature: 
Name: 
(Full Name in Block Letters) 
Date: / I 
Day Month Year 
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